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ABSTRACT 
This study, carried out ln ten British Columbia school 
districts, tested the theory that public elementary 
school principals possess sorne weaknesses in their 
present leadership style, which are detrimental to an 
effective leadership ln the implementation of the 
document YEAR 2000. 
Ten school districts were randomly selected from a list 
of British Columbia school districts. One-hundred-
fourteen elementary school principals and eight-hundred-
twenty elementary school teachers composed the sample 
population. 
A survey instrument based on Likert' s ·Organizational 
and Performance Characteristics of Different Management 
Systems· was sent to the teachers and principals by 
mail. Returns were received from ninety-seven 
principals, with one uncompleted, and from four-hundred-
twenty-eight teachers. 
Data obtained were categorized ln two groups: 
principals' self-perceptions, and teachers' perceptions 
of the principal's leadership behavior. Great 
discrepancies in perceptions between the two groups 
exist in the areas of problem-solving and decision 
making; communication; and control. The study found sorne 
weaknesses in the present leadership which are 
detrimental to effective change implementation. 
The study also found that there was an equal ratio of 
teachers and principals who wanted change in sorne areas 
of leadership behavior. 
AlI data were tested using a two-tailed Z- test. Alpha was 
0.01. 
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INTRODUCTION 
This research is largely about the present leadership of 
elementary school principals in British Columbia public 
school system: its effectiveness in the irnplernentation of 
educational changes, particularly those ernbodied ln the 
document YEAR 2000. It is an analysis of the nature of ones 
leadership behavior as self percei ved, and as percei ved by 
ones subordinates. It is our belief that the knowledge of 
others perceptions about ones strengths, and weaknesses is a 
very powerful tool in the developrnent of ones ego, or the re-
evaluation of ones self-perceptions. 
The airn of this study is to help principals and teachers in 
their difficult task of change irnplementation to reduce or 
elirninate undue stress on aIl the participants of learning -
teachers, principals, parents, and above aIl, the students. 
It is hoped that this work would be able to contribute in 
sorne ways, in the realization of the proposed changes through 
the developrnent of an effective leadership for tornorrow' s 
schools. 
In order to accornplish this goal, our study will present the 
actual educational situation in British Columbia's public 
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school system as i t exist today and the reconunendations of 
the Royal conunission on Education on the educational changes 
i t deemed important. These reconunendations are embodied in 
the governmental document known as the YBAR 2000i A FRAMEWORK 
for LEARNING. Likewise, we will present works of Warren 
Bennis and Rensis Likert on organizational change and 
leadership as our frame of reference Literatures written by 
other authors on the domains previously mentioned will also 
be discussed in conjunction with Bennis' and Likert's works. 
Furthermore a chapter ln this study will be devoted to the 
discussion of the research methodologyi target population, 
survey instrument, data collection, and procedure of data 
analysis. 
The last two chapters will be a presentation and analysis of 
data, and our conclusion and reconunendations for further 
research on related issues. 
CHAPTER 1 
PROBLEMATIC OF THE STUDY 
1.1 Sltuatlonal problam 
Although British Columbia 1 s educational system has 
functioned very weIl for a number of years, the 1990s 
finds it at the threshold of a major restructuring. 
In the past, it has offered an extensive and wide 
variety of educational opportunities to aIl British 
Columbians, particularly since the 1950s. Thousands of 
B.C. high school students have graduated; many have gone 
directly to work; sorne to college or university; and 
majority have gone on to rewarding and successful 
careers. 
However, today's statistics show that many of the 
province's high school graduates, are unable to find 
satisfying and rewarding jobs. Most of them lack the 
ski Ils needed to bec orne successful in a highly 
competitive and technologically advanced job market. 
As weIl, drop-out rate in the public school system has 
gone up at an alarming rate since the 70's. As many as 
30% of students drop out of school before completing 
Grade 12 (B.C. Mînistry of Education, 1991). 
In response 
significant 
to these problems, 
changes that have 
and to the rapid and 
taken place in B.C. 
society and global society in the past 30 years, the 
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B. C. government decided to evaluate the direction of 
education in the province, just as it had done 30 years 
previous. 
Following this decision, the Lieutenant Governor in 
Council initiated a Royal Commission study of British 
Columbia schools on March 14, 1987. The Commission was 
instructed to I·inquire into and ... report on education 
in the Province from kindergarten through grade 12.· 1 
(Sullivan, 1988, p.1). It was also directed to focus on 
issues having to do with improving the educational 
quality of the 
accountability, 
system, such as 
teaching methods 
its mechanisms for 
and curricula, 
administrative structure, involvement of parents, 
teachers, and the general public in order to develop a 
provincial population that lS 
the rapidly changing challenges 
21st century.·' (Sullivan, 1988, 
1 ·well prepared to meet 
of everyday life in the 
p.1 ) 
Between March 1987 and July 1988, the Royal Commission 
on Education conducted an extensive study of British 
Columbia 1 s school system. The Commission recei ved over 
2000 submissions from students, teachers, parents, 
school administrators, trustees, concerned groups, 
organizations, institutions and indi viduals. From the 
views expressed in these submissions and interviews, the 
Commission, drew the following conclusions: 
«(a) the present school system works very well for 
the 10% to 15% of high school graduates who 
continue on to further education and not as 
well for the majority of students, about 50% 
to 60%, who enter the work force upon 
graduation, 
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(b) many graduates are not equipped with skills 
they need to compete in today's job market, 
(c) a -disturbingly high - , (B. e. Ministry of 
Education, 1991, p.4) number of students, 
(30% to 35%), leave the system before high 
school graduation, 
(d) British eolumbians are concerned about the 
confrontational and volatile character of 
provincial public schooling in the 1980s, 
the need to recognize the diversity that 
exists in B. e. society; and the lack of 
greater access to: school, choice of course 
offerings, and choice in schooling.» (B.e. 
Ministry of Education, 1991, p.6-7). 
Responding British Columbians also presented to the 
Commission a consensus on what consti tut es a good 
school and a good school system. They believed that 
a good school is one that provides for children's 
achievement (B.e. Ministry of Education, 1988). 
In view of these findings the Commission presented to 
the B.C. government, four important reasons for making 
the necessary changes in its school system, namely: 
(a) the need to adapt to, and benefit from the 
significant social and economic changes in 
B.e. and the world, 
(b) the need to encourage more graduates to go on 
to further education, 
(c) the need to equip those graduates who do not 
go on to further studies with skills needed to 
enter the labour market, and 
(d) the need to lower the dropout rate. 
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In its report, ·A Legacy For Learners·, submitted to the 
Minister of Education in August, 1988, the commissi.on 
made a total of 83 recommendations, covering nearly aIl 
aspects of education. Sorne of the major recommendations 
were : 
(a) use developmental 
chronological age, 
criteria, rather than 
in determining the 
educational placement of children entering 
school; 
(b) introduce of legislation and policy changes 
empowering schools and school districts to 
establish ungraded primary classes; 
(c) develop a Common Curriculum for aIl students 
in Grades 1 to 10, that would include four 
strands: 
(1) Humanities (English, Social Studies, 
French as a Second Language), 
(2) Fine Arts (Music, Visual Arts, Theatre, 
Dance) , 
(3) Sciences (Mathematics, General Science, 
Technology) , 
(4) Practical Arts (Physical Education, 
Industrial Education, Home Economics, 
Lifespan Education); 
(d) use an interdisciplinary approach in teaching 
throughout the years of the Common Curriculum; 
(e) experiment 
groupings 
with 
and 
individually; 
cross-grade 
assess learner 
classroom 
progress 
(f) devote only 80% of available instructional 
time to the teaching of the Common Curriculum 
of Grade 1 to 10, and 20% to school district 
developed programs; 
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(g) award each learner an official certificate of 
entitlernent to an additional two years of 
secondary education upon successful complet ion 
of the Common Curriculum for Grades 1 to 10, 
with eligibility for the certificate being 
determined by the local school; 
h) revise existing secondary school graduation 
requirernents in order to expand students' 
choices ln course selection leading toward 
graduation; 
(i) create secondary school graduation 
requirernents which must include successful 
completion of each core subject, (English, 
History, Science, Technology and Environment) 
in addition to required subjects for specific 
post-secondary or career programs, and ensure 
provincial Grade 12 examinations, include aIl 
subj ect areas, wi th marks obtained counting 
for one-third of the student's Grade 12 marks. 
The B. C. government accepted and incorporated most of 
the 83 recommendations were into the new School Act, 
which came into effect on September 1,1989. 
Guided by these recommendations, the B. C. minister of 
education introduced the document, YEAR 2000; A 
CURRICULUM and ASSESSHENT FRAMEWQRK for the FUTURE, 
(Saenger, 1989) at the beginning of the 1989 1990 
school year. It contained the many changes that must be 
made in order to restructure the present school system. 
It was later replaced by a revised document, known as 
YEAR 2000; A FRAMEWORK for LEARNING (B.C. Ministry of 
Education, 1991) which basically contains the major 
changes introduced in the first document. According to 
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the Minister of Education, this document describes the 
framework which will form the foundation for all program 
development; assessment and evaluation of students; and 
reporting activities in the province. 
The restructured B.C. school system, as shown in 
Appendix A, will offer three programs: PRZIlARY, 
(presently known as K/G to Gr. 3) , Z~nTB, 
(presently known as Grades 4 to 10 ) and QRADOATZOH, 
(presently known as Grades 11 to 12) . (See Table 1, 
Appendix A). These programs will be implemented in the 
school years as follows: Primary 1989/1990; 
Intermediate- 1991/1992; Graduation 1992/1993. The 
restructured system will follow the curriculum and 
method of reporting, which is through assessment and 
evaluation, of student progress as recommended by the 
Royal Commission. 
The fundamental aim of the primary program, which 
represents the first four years of schooling, is 1 -to 
continue and extend the natural learning process that 
has been go~ng on ~n each child 1 s life since 
birth. - 1 (B.C. Ministry of Education, 1991). As well it 
help children 1 - increase their knowledge and 
understanding of themselves and their world.- ' (B.C. 
Ministry of Education, 1991). The Programls key feature 
is that it is not organized by grades, and thus gives 
the children a chance to attain success by progressing 
at their own pace learning wi th others who may not 
necessarily be of the same age group. Under the system 
called the Dual BDtry, entry to PRlMARY YEAR 1 (K/G) may 
take place within four months of the child's fifth 
birthday, in either September or January. (See Appendix 
B) 
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As ln the Conunon Curriculum, the four areas of the 
primary curriculum are: bumanities, sciences, fine arts 
and practical arts, in which the tradi tional subj ects 
are embedded (B.C. Ministry of Education, 1990). (See 
Table 2, Appendix C.). While still in this program, a 
child may begin to work on aspects of the Intermediate 
program and may remain in the same classroom or work in 
a different class, depending on the school's 
instructional organization, and what is deerned 
beneficial for the child. 
The Intermediate program will be introduced over a 
three-year period starting from 1992-1994. Its aim is to 
build on the knowledge, skills and attitudes developed 
in the primary program in order '-to help each student 
develop a clear understanding of his or her strengths, 
needs, and abilities. -, (Ministry of Education, 1991). 
Toward the latter part of the term it will provide 
personal career counselling and planning advice to aIl 
students toward the latter part of the terme A student, 
may also begin work on sorne parts of the Graduation 
program while still completing the Intermediate. 
Lastly, the Graduation program will be phased in between 
1992 and 1995. It is intended to help students 
consolidate the knowledge, skills, and attitudes gained 
through the primary and Intermediate programs, and to 
guide them in making a successful entry to the work 
force and adult society in general. 
AlI students will be required to participate in the 
General Studies portion of the programm, which is an 
interdisciplinary study of broad issues of national and 
international importance. The Graduation program also 
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offers a career option, a general liberal arts portion, 
and an option designed to prepare students for post-
graduation studies. 
Successful complet ion of General Studies and at least 
one of the options is a requirement for graduation. The 
B. C. government will continue to set graduation 
requirements, and to administer provincial examinations 
covering a broad range of subjects to aIl students 
(Ministry of Education, 1990). 
Following this decision, the Lieutenant Governor in 
Council initiated a Royal Commission study of 
British Columbia schools on March 14, 1987. The 
Commission was instructed to '·inquire into and 
report on education in the Province from 
kindergarten through grade 12. • • (Ministry of 
Education, 1988, p.1). It was also directed to 
focus on educational lssues having to do with 
improving the quality of the system, such as its 
mechanisms for accountability, teaching methods and 
curricula, administrative structure, involvement of 
parents, teachers, and the general public in order 
to develop a provincial population that is • ·well 
prepared to meet the rapidly changing challenges of 
everyday life in the 21st century.·' (Ministry of 
Education, 1988, p.l)· 
This restructuring of the 
described ln the document 
B.C. school system 
YEAR 2000, gave rise 
as 
to 
numerous and varied reactions from parents, teachers, 
school and district administrators. The teachers' union 
vehemently opposed most of the changes, especially the 
DUAL ENTRY which teachers believed would only create a 
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great amount of administrative problems. They also 
feared that it might just serve as a «babysittin~ 
service»~ (Ministry of Education, 1991, p.32). 
Besides the DUAL ENTRY, the union opposed ungraded 
classrooms, curriculum integration, the concept of 
8 continuous progress 8 (Ministry of Education, 1991, p. 
13), and the Intermediate Program. It believed that the 
amount and complexity of teachers' work would 
automatically increase. Another problem mentioned was 
the lack of time to adjust to the new curriculum; to the 
new method of assessing and evaluating the students; 
and to the method of reporting student progresSe 
In addition to the complaints of the union, a number of 
parents also voiced their opposition to the DUAL ENTRY, 
which they fear might have a negative social and 
emotional impact on their children. 
In June 1991, the new minister of education finally 
abolished DUAL ENTRY and postponed for a year the 
implementation of the INTERMEDIATE PROGRAM. 
1.2 problem Identification 
Based on the situation described above, it appears from 
the reactions of the different groups implicated 
(parents, teachers, school principals), that they are 
not prepared to accept the change. This resistance to 
change therefore makes it necessary to put into place a 
strategy for the implementation of the change. AlI 
change strategies require that one understands, first 
and above aIl, the strengths and weaknesses {in terms of 
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personal and organizational capaci ties) of the persons 
who must carry out the change. Both the teachers and the 
school principals have a great role to play in the 
implementation of change and their positions must not be 
ignored. 
The school principals are the catalyst for the success 
or failure of the change implementation, as they, must 
oversee the realization of the objectives of the change 
in their respective schools. Hence, the Superintendent 
must understand the actual state of leadership of their 
school principals, and develop a strategy which allows 
the latter to rise from, or improve any weaknesses 
detected. 
In accordance with these ideas, the two main objectives 
of the present study are: 
(a) to describe the actual leadership profile (as 
measured by the perception of the teachers and 
the principals) in British Columbia's 
elementary schools; and, 
(b) according to the described profile, propose a 
coherent developmental strategy of an 
elementary school principal in relation to the 
implementation of the proposed changes. 
1.3 a ••• arch L~1tat1on. 
(a) The study is restricted to the public elementary 
school principals and teachers presently employed in 
the province of British Columbia. 
(b) The study is limited to the present style of 
leadership of elementary school principals as 
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percei ved by the teachers and the principals 
themselves. They are basically perceptions, and 
therefore must not be taken as factual although this 
might be the case in sorne schools. 
1.4 Re.earch Xmportance 
Judson (1966), says that, 
... the effective realization of a change is a 
stringent test of any manager's total 
abilities. And the success with which the 
anticipated benefits are achieved is dependent, 
in large measure, on the extent of that 
manager's abilities. (p.177). 
Likewise, Albers (1972), says that, -The superlor cannot 
entirely escape the fact that he represents the 
organization.- (p.142). Following this line of thinking, 
we believe that the school principal has a considerable 
role to play in his organization. He is a key person in 
the process of change (Fullan, 1987). Therefore, this 
study is important because: 
(a) an educational change always bring about sorne 
modifications on the leadership style of the 
school principal; 
(b) school leadership greatly 
efficacy of the staff; 
influence the 
(c) the role of the school principal and his 
ability to solve the problems of the teachers 
will highly influence the success or failure 
of an educational change, in this case the 
implementation of YEAR 2000; 
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(d) results of this study could help make school 
management under the new educational program, 
YEAR 2QQQ, more efficient; and lastly, 
(e) the ability of the Principal to manage and 
his/her style of leadership will determine the 
quality of leadership, and consequently, the 
quality of the school. 
since this research proposes to study the educational changes 
in British Columbia 1 s public school system, as mandated in 
the document YEbR 2000, and the leadership styles of 
elementary public school principals, the next chapter will 
present the conceptual framework in order to attain the 
research objectives. 
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CHAPTER II 
CONÇEPTUAL FRAMEWPRK 
As this study concerns itself with leadership style and its 
impact on the implementation of YEAR 2000 in the B.C. school 
system, this chapter will review sorne literature on change 
and leadership in order to accomplish its double objectives, 
which are: (a) to ldentlfy the leaderahlp abllltlea of 
elamentary achool prlnclpala ln lmplamentlng change, and (b) 
to propoae to the achool dlatrlcta' hlgher offlclala a 
coherent developmental atrategy of a leaderahlp approprlate 
to elamentary achool prlnclpala ln relatlon to the 
lmplamentat10n of the propo.ed change. (YIAR 2000). 
The work of Bennis, Likert, and Hersey and Blanchard will be 
reviewed ln detail since they are the frame of reference for 
this investigation. However, a brief review will also be 
accorded to the work of other authors in this domain. 
2.1 CBARQE 
The 1990s will be a time for great educational upheaval 
in the B.C. educational system. Numerous changes are 
expected to take place wi th the implementation of the 
document YEAR 2000; A FRAMEWüRK FOR LEARNING, 1.e. 
school 's curricula, role of the school principal and 
teachers, nature of instruction and student' s learning 
process, and communi ty' s participation in the school' s 
affairs. Administrators in all levels of the public 
school system, teachers, and the community in general 
are all conscious of the fact that these changes will 
greatly affect their lives and the lives of those for 
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whom the changes were envisioned in the first place -
the students. One must therefore conscientiously work 
towards the effective implementation of these changes. 
We believe that the effectiveness of these changes 
depends enormously on the participants' knowledge of the 
essence and basic principles of change. In conjunction 
with this premise, we deemed it appropriate to present a 
brief discussion on change process. 
What is change? Zaltman and Duncan (1977) define it as 
-the alteration in the structure of a system that 
requires or could be required by relearning on the part 
of the actor(s) in response to a given situation.-
(p.12). Collerete and Délisle (1982) define it as: « 
toute modification d'un état quelconque à un autre, qui 
est observée dans l'environnement et qui a un caractère 
relativement durable» (from Laurin, 1991, p.6). These 
two definitions indicate a transformation: the result of 
which is observable, and which lasts for a certain 
period of time. It is also clear that change involves 
participation and that it occurs regardless, planned or 
unplanned. In addition, sorne authors treat change as an 
integral part of any organization which is closely 
interrelated with leadership. 
since YEAR 2000 is a planned curriculum and program 
changes in British Columbia' s educational system that 
will affect not only the teaching staff but also the 
school's leadership, it is therefore important for these 
two groups of change participants, principals as change 
agents and teachers as client-system, to understand the 
nature of planned change. 
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McGregor (1960), talks about planned organizational 
change and leadership. He believes that a company's need 
for organizational development is actually an indication 
of its desire for change in order to make itself more 
effective. He says that this change may be accomplished 
by transferring or terminating an executive's post; by 
modifying the duties of the post; or by revamping the 
whole organization in order to match job requirements 
and personnel capabilities. 
While it is true that change is usually brought about by 
the organization's need to become more effective, it is 
our opinion that attaining the desired change in the 
manner as suggested by McGregor, is going to be very 
disruptive, chaotic, drastic, and not suitable for all 
types of organizations, especially the school. 
Bennis (1966) and Schein (1969) on the other hand 
present us with a more logical and sensible way of going 
about implementing change. 
Bennis believes that planned change is an evolutionary 
tendency which involves human or cultural interventions, 
toward acculturation. He also states that it is a method 
of solving society's problems by using social 
technology, and that it involves four elements:change-
agent, (helps to facilitate change), client-ayatem, 
(target of change), valid knowledge, (knowledge applied 
to solve client' s problems), and collaboration between 
change-agent and client-system. Furthermore, Bennis 
showed that planned change necessitates mutual goal 
setting, equal power ratio, and deliberateness on the 
part of the participants of change. 
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He also talks about organizational changes, such as 
changes on leadership roles i planning and control of 
change, and change-agentsi change programs and change 
strategies. He predicts the end of bureaucratic 
organizations and the beginning of democratic ones. He 
is quite critical of the former type of organization, 
which he believes: 
* does not permit personal growth 
development of individual maturitYi 
or the 
* does not have an adequate process for conflict 
resolution among its membersi 
* does not easily accept the introduction of 
technological innovationsi 
* does not effectively use its human resources 
because of mistrust and fear of reprisalsi 
* gives ri se to the development of conformitYi 
* ignores the existence of informaI 
organizationsi and, 
* thwarts the flow of communication by its 
hierarchical structure. 
Bennis also believes that in order for an organization 
to survive, it must coordinate the activities of its 
human resources. To do this, it must practice the idea 
of reciprocity, have the capacity to adapt to the 
external environment, and eliminate stabili ty. He also 
states that the rate of change is accelerated by the 
development of science, research and technological 
advances. He says that for an organization to be viable, 
it can not simply develop nor advance itself in the same 
usual manner i rather, • ... i t must be prepared to go 
anywhere to develop new products or techniques· 
(Bennis, 1966 p.23) in order to survive and grow. 
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Furthermore, he believes that the social structure of 
the organizations of the future will have unlque 
characteristics, and that there will be •... adaptive, 
rapidly changing temporary systèmes,··(Miles, 1964, from 
Bennis, 1966, p.12) in which the leader is the 
coordinator, or ·linking pin· between the diverse groups 
of projects. 
The ·oraanic-adaptive structure· (Bennis and Slater, 
1968, p.101) will, according to him, replace the 
bureaucratic system. This will be the beginning of 
democracy which will bring about perpetual transition, 
constant modification, and incessant instability. He 
concluded that because of, and the direction of these 
changes, one lS forced to consider a new style of 
leadership. 
The author continues to say that there are sorne factors 
which influence social change that should be considered 
during the introduction of a planned change. According 
to Bennis: 
(1) one should avoid creating a great contradiction 
between the values of the target of change and 
that of the change-agent; 
(2) it is necessary to obtain the support of the 
administrator or the group of administrators 
who are at the top of the organizational 
hierarchy in order to establish the legitimacy 
of the proposed change; 
(3) the process of implementation of change must be 
in harmony with its goals; 
(4) it is necessary to guarantee the job security 
of the employees; 
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(S) voluntary participation of those invol ved ln 
the process of change is may be crucial to its 
success; 
(6) one must carefully consider the effects of 
change on the other sub- systems which are 
interdependent on the target-system; 
(7) one must zealously evaluate the cultural 
condition of the target-system before changes 
are introduced. 
In addition, Bennis believes that while information 
about, and understanding of, the intended change are 
necessary, these are, however, not enough to induce 
change. One must, according to him, also seriously 
consider the effect of change on the client-system' s 
self-image. For him, the most important el ements to 
consider in implementation are the: (a) client-system, 
who must understand the change and its consequences, 
participate in developing and controlling the fate of 
the change, and trust the initiator of change; (b) 
change effort, which must be perceived by those affected 
by change as self-motivated and voluntary; (c) change 
program, which must include emotional support and value 
in addition to informational elements. Bennis believes 
that intellectual commitment to change does not always 
bring about action because of strongly ingrained beliefs 
which may be in contradiction to the intended change; 
and, (d) change-agent, whose attitude could be crucial 
in minimizing the participants' resistance to change. 
Consultation and psychological support must be provided 
during the transition period of change. 
He concludes that for change to take effect, 
organizational, technological, and most importantly, 
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interpersonnel factors must be al tered (Bennis et al., 
1961) . 
To Schein, change involves four cyclical phases. These 
phases are linked to Kurt Lewin' s (1947) process of 
force field analysis, which is a model for thinking 
about the process of change itself, rather than of the 
action it requires. 
The first phase is the diagnostic stage. Any action for 
change, Argyris (1970) contends, must be preceded by 
diagnosis, and that the result of the diagnosis must 
indicate a true need for change. There is a true need 
for change wh en any group of participants ln the 
organizational process expresses a dissatisfaction with 
the current situation's practices, activities or 
outcomes. This dissatisfaction must in turn be 
translated into a clear problem statement before 
unfreezing a habit. 
When unfreezing, one voluntarily or involuntarily 
questions one' s perceptions, attitudes, habits or 
behaviors (Laurin, 1991). Schein says that unfreezing is 
physically removing the indi vidual being changed from 
accustomed routines, sources of informations and social 
relationships. He also states that i t devi talizes all 
social support and downgrades the value of an experience 
to make old ways appear less desirable ln order to 
facilitate acceptance of new ways. 
Before attempting to unfreeze existing conditions, one 
must diagnose the difference between the present and the 
desired situations, and make sure that the problem is 
actually perceived as a problem by those who will be 
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affected by the change. A true need for change must be 
established so that resistance to change could be 
minimized or avoided. AIso, pointing out a true need for 
change may be used as a justification for supplanting 
both old practices, and the attempt to quash resistance. 
For unfreezing to take place, one must carefully 
identify and diagnose the forces that push and resist 
change. Bennis suggests that the most effective way of 
doing this is to ask for the collaboration of the 
participants who are affected by the change. The 
possible sources of resistance to change are: (a) 
insecurity; (b) possible social lost; (c) economic lost; 
(d) inconvenience; (e) resentment towards control; (f) 
inability to anticipate repercussions; 
opposition; (h) threats of influence; 
incomplete informations (Laurin, 1991). 
(g) union's 
and, (i) 
The second phase which deals with finding new ways of 
doing things and solving problems, evaluating each way, 
and choosing the best way is the planning .taga. Finding 
alternative routes to change could be done through 
discussions with other participants ln the search 
process, through surveys, and by the formation of a team 
empowered to investigate a problem. In planning change, 
one must also define the objectives of change as long, 
medium or short term; identify and describe the object 
of change; develop the strategies of change; identify 
and analyze the forces of resistance and decide how to 
deal with them; define clearly the roles to be played by 
the change-agent and the client-system; prepare an 
action plan; establish the instruments needed to carry 
out the plan; and prepare sorne instruments of control 
and evaluation (Laurin, 1991). 
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The third phase is the 1mplementat1on of change itself. 
It is considered to be the most difficult phase of the 
change process as the client-system must understand and 
internalize the decision. The latter embodies the 
direction for change and a picture of the desired 
outcomes. At this point, a written notification of the 
goals and purposes of the change must be sent to those 
affected by the change in order to enhance the 
probability of its success. Lines of communication must 
be kept open at aIl times to fortify the impact of the 
driving forces, to quell restraining forces, to explain 
the procedures to be taken, and to assure those who are 
affected that the change will not cause any negative 
effects (Kotter and Schlesinger, 1979 from Knoop, 1987). 
The fourth phase lS the time consecrated to evaluat10n 
and .tab111zat1on or refreez1ng of change. Evaluation is 
necessary to find out both how successful the change 
process and action have been ln attaining the 
established obj ecti ves of change, and also to discover 
the factors responsible for these results. To properly 
monitor the change action, a certain standard must be 
established beforehand and measured at pre-set time 
intervals. This standard must also indicate the 
amplitude of the change expected. If the objectives are 
not completely attained, or if the results of change are 
not as planned, then the change-agent has the options to 
continue or terminate the change process. If the 
decision is to continue, then the change process reverts 
to Phase 1 for diagnosis (Knoop, 1987). 
Accomplished change must be stabilized until it has been 
internalized by those affected. Constant encouragement, 
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reward and vigilance are needed to assure the continuity 
of change. 
In summary, for change to be successfully implemented, 
aIl participants of change, (change-agent and client-
system), must sincerely collaborate to diagnose existing 
present conditions; define the reasons or need for 
change; and, plan change. It is important to make the 
target of change feel that the des ire to change was 
their own and that their value systems are respected. 
Lastly, the change- agent must be skillful in recognizing 
the presence of resistance to change, finding, and 
analyzing sources of resistance in order to minimize its 
effect. The sources of resistance could be personality 
and social factors or the method of change 
implementation itself. 
On the other hand, Dalton, Lawrence and Greiner (1970) 
point to the important role the leader plays in an 
organizational change. They state that the leader must 
consider the importance of diagnosing organizational 
problems, planning change, launching and following up on 
organizational change, if it lS to take place 
successfully within the organization. The authors 
believe that there is not one '·best·' approach of 
solving organizational problems, but rather, the leader 
must develop a change strategy realistically suited to 
the members of the organization, the organization 
itself, and the task at hand. Schein, a psychologist at 
Massachusetts Institute of Technology, also describes 
the role of the organization in the process of change. 
He considers this role as very important in the 
unfreezing of unwanted or old attitudes and the 
refreezing of new or desired ones. And like Dalton, 
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Schein believes that for change to become an integral 
part of the organization, the leader' s behavior and 
attitude play a big role in rein forcing the new attitude 
in the process of refreezing. 
In this study, the leader' s behavior would mean the 
school principal's behavior. Studies indicate that the 
complex role of the principalship is changing (DilI 
1984; Fullan 1987; Hord and Hall 1987, from Binda, 
1991), and that the style of leadership is also rapidly 
changing with the restructuring of the school system 
(Leithwood, Jantzi, Silins and Dart 1992). The role 
played by the principal in the process has a crucial 
effect on the outcome of school reform and improvement 
being implemented (Binda, 1991; Furtwengler, 1992). It 
is during this period of change that the principal' s 
leadership is tested, however, this could also be a very 
important time for the development of ones leadership 
abilities (Bennis, 1985). 
since this study is about the nature of leadership in 
organization, in this case the school, a discussion on 
organizational leadership and what social scientists 
believe as an effective leadership profile will be 
presented in the subsequent topic. 
2.2 LEADERSHIP 
Many scholars have devoted a great amount of research 
and discussions on leadership in organizations and have 
recognized its importance ln the conduct of human 
affairs. These studies also brought to light the fact 
that the success or failure of any organizational change 
is highly dependent on the leader's behavior. Due to the 
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important role that leadership plays in an organization, 
a wide range of definitions and theories evolved; 
however, it seems that there is no consensus on a 
particular definition (Bennis, 1986; Bryman, 1986). 
Our purpose in this particular section of our work is to 
present literature on the study of leadership ln 
organization: i.e. businesses; schools; governments; 
military: etc. 
To begin wi th, let us look at 
leadership, and then try to 
leadership and leadership profile. 
Leadership is: 
a few definitions of 
define organizational 
a process of influencing the activities of a 
structured group thus allowing it to set and 
accomplish its goals (Stogdill, 1950); 
the behaviour of an individual wh en he is 
directing the activities of the group toward a 
shared goal (Hemphill and Coons, 1957); 
- a process of influence on a group in a particular 
situation, 
specific 
people 
at a given point in time, and in a 
set of circumstances that stimulates 
to strive willingly 
organizational objectives, glvlng 
• 
to attain 
them the 
experlence of helping attain the common 
objectives and satisfaction with the type of 
leadership provided (Cribbin , 1972): 
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- a process of influence between a leader and the 
followers (Hollander (1978); 
a process whe'reby an 
voluntarily devotes 
individual or 
its efforts 
a group 
to the 
realization of the group's goals (Koontz and 
O'Donnell, 1980) 
- is the act of getting people to perform to their 
maximum potential (Cohen, 1990); and, 
- is the process of inducing others to take action 
toward a common goal. (Locke, 1991). 
The preceding definitions are just a few examples. 
According to Bennis, there exist a multiple 
interpretation of leadership but none of them adequately 
explains its real essence; he goes further saying that 
most of these definitions do not agree with each other. 
Although he did not offer any definition of leadership, 
since he thinks that defini tions don' t always reflect 
reality, he believes that leadership is the pivotal 
force behind any successful organization and that 
present problems can be solved through successful 
organization. Furthermore, he says that a successful 
organization can be attained through effective 
leadership and that leadership is necessary both to help 
organizations develop a new vision of what they can be, 
and in mobilizing the organization to translate such 
vision into reality. He also believes that 
·Organizations must be led to overcome their '·trained 
incapacity·' and to adapt to changing conditions· 
(Bennis and Nanus, 1985, p.5; p.20). 
From all the definitions mentioned previously the 
process of influence appeared to be a common variable in 
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leadership. However, influence alone is not sufficient 
in organizational leadership. Other elements such as 
deliberate and voluntary response to the process of 
influence on the part of the followers, interpersonal 
communication between the leader and his followers, 
ability of the leader to help his subordinates define a 
common organizational or group goal and attain them, and 
ability of the leader to inspire the subordinates to 
exert extra effort towards the realization of the 
established goals must aIl be present (Laurin, 1991). 
Organizational leadership is therefore, a conglomerate 
of act'ivities and most importantly of interpersonal 
communication by which a hierarchical leader influences 
the behavior of his subordinates in attaining 
efficiently the predetermined organizational or groupls 
goals through voluntary participation. 
It is leadership in organization which serves as the 
driving force that propels the process of change or the 
realization of a vision toward success or doom. And like 
change, its effectiveness is conditioned by the nature 
and degree of participation of aIl those who are 
involved in the process. 
Since leadership is a process, there are as many styles 
of performing it as there are leaders, subordinates, and 
si tuations. Studies on leadership tried to explain the 
nature of leadership based on the leader 1 s personality 
traits, preferred leadership behavior, and the situation 
on hand. 
Most studies conducted on leadership tried to find the 
factors or elements that make an effective leader. Early 
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theories posited that personality traits separate a 
leader trom a non-leader, and an effective leader trom 
an ineffective one, however, none of these studies was 
able to isolate the specific personality traits that 
make a leader. What they were able to established was 
that there were sorne personality traits that were 
consistently associated with leadership: i.e. 
intelligence, self-confidence, honesty, integrity, high-
energy level, dominance, vision, task-related knowledge, 
a strong desire for accomplishment, initiative and 
originality, risk- taker, decision- maker (Argyris, 1953; 
Stogdill, 1974; Bergeron, 1979; Maccoby, 1981; Bennis, 
1985; Kotter, 1988; Locke, 1991). These traits which 
were believed to be common among effective leaders make 
up what is referred to as the effective leadership 
profile. 
In reviewing what has been written on leadership, 
Stogdill (1948) found 104 studies while Mann (1959) 
about 75 which explored the relationship between 
personality traits and leadership. Their reviews led 
them to conclude that personal traits account for only a 
minor proportion of variance in leadership behavior 
(Smith and Peterson, 1988). Stogdill also stated that 
the demands of the situation in which a leader is 
required to function as a leader determines to a large 
extent the qualities, characteristics and skills 
required (Bass, 1981). 
The trait approach used to explain leadership styles was 
found to be inadequate because it did not recognize the 
need of the followers and the general effect of the 
situation on hand. Due to these limitations, social 
scientists shifted their investigations away from this 
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approach towards the behavioral styles preferred by 
leaders, especially those who were regarded as effective 
ones. This led to a number of behavioral theories in 
existence. Blake's and Mouton's (1964) Managerial Grid, 
and Likert 's (1961) Management Systems, are just sorne 
examples. 
However, explaining leadership based on the behavior 
exhibited by a leader was also found unsatisfactory. 
Research studies attained little success in pinpointing 
consistent relationships between patterns of leadership 
behavior and group performance. The behavioral approach 
failed , to consider the effect of the situation on hand, 
thus it led researchers to focus their attention on the 
situational influences affecting ones leadership style. 
A new type of theory evolved which was categorized as 
Contingency theory (Robbins, 1988; Bryman, 1986) ). A 
number of contingency theories came into existence; i.e. 
Tannenbaum's and Schmidt's (1958) Continuum; Fiedler's 
(1976) Contingency Model; and Hersey's and Blanchard's 
(1982) Situational Leadership. The contingency approach 
tries to isolate the critical situational factors that 
affect leadership effectiveness. 
Let's now look at sorne leadership theories to identify 
what they have in common. 
Tannenbaum and Schmidt (1958) present us with their 
continuum of leadership behavior in their work, How To 
Choose A Leadership Pattern. Their concept of leadership 
is based on one hand, on the amount of leader's 
participation, and on the other, on the degree of 
subordinates' participation. 
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Figure 1 indicates on the left-hand side of the 
continuum, the level of the leader's power and influence 
over the employees; on the other end of the continuum, 
the amount of employees' participation as a group. 
The continuum is di vided in seven levels based on the 
degree of leader and employee participation. The greater 
the leader's control of the organization's activities, 
the lesser the group's freedom of action or 
participation in decision-making; however, as the 
leader's authority diminishes, the group's participation 
increases. 
, 
! 
1 
Thisapproach to leadership gives a leader an 
opportuni ty to adapt a certain style of leadership as 
the need arises. We find the two -extremes, autocratie 
style and democratic style, and in between these two 
extremes fall a number of leadership styles which come 
about due to the forces in the leader himsel f, the 
situation and the group in which the leader operates. 
It appears that there ia a high degree of subordinate 
participation and satisfaction under a democratic 
leadership than in an autocratie one. However, 
scientists were unable' to categorically claim that 
democratic style of leadership equates to high 
productivity because some studies revealed that there 
were also high production levels in autocratically led 
groups; and in some cases there were no appreciable 
differences noted (Robbins, 1988). One could safely 
conclude then that democratic leaders are we~~ti)ç~ed by 
their subordinates but this satisfaction and · increased 
participation does not necessarily bring about high 
production in all situations. 
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the other hand, McGregor (1960) talks about 
leadership style based on the characteristic traits of 
an individual in his X and Y theorle •. 
According to him, a leader who possesses the traits of 
an individual under the X theory is more result 
oriented, or more interested in production rather than 
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the satisfaction of the human element. This is an 
autocratic leader. On the contrary, the employees 
falling under this category need to be controlled and 
directed at aIl times to ensure they produce something 
for the benefit of the organization. 
Under the Y th.ory, one finds those individuals 
possessing exactly the opposite character traits of 
those who are classfied under the X th.ory. The leader 
from this group pays more attention to the satisfaction 
of the employees· needs over and above the 
organization· s needs. This leader tries to ameliorate 
the wo~k conditions so his subordinates will be able to 
realize their own objectives as weIl as those of the 
organization·s. This style of leadership is democratic, 
and the employees in this group are very weIl motivated 
and take pride in being a part of the organization. 
This theory seems to imply that people in general could 
easily be classified in two groups based on the 
character traits they possessed: X traits or Y traits. 
This classification postulates that a person could not 
possibly possess a combination of some of the traits 
from either group. We find this assumption difficult to 
accepte 
McGregor· s claim that leaders wi th Y traits are more 
effective than those with X traits would only be true if 
there was a perfect match between leaders and their 
jobs, or their subordinates. If one is to accept the X & 
Y theory, then one would have to believe that leaders 
are born; but are they really? The presence of many 
leadership training schools refutes this assumption 
(Bennis, 1985). 
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Blake and Mouton (1964) have developed the Manager1al 
Qr1d. which demonstrates the different options of 
leadership style. The authors believe that everyone who 
works in an organization has a responsibility unique to 
their position. 
In the Grid, Blake and Mouton placed leadership behavior 
on two perpendicular axes. The vertical axis represents 
the leader's interest on human element, while the 
horizontal aXlS represent the leader's interest ln 
production. The Grid is divided in nine degrees, each 
degree indicating a scale of interest. The latter starts 
at zero degree and gradually increases to 9 degrees, 
which is the maximum level of interest. 
Figure 2 presents the Managerial Grid which shows the 
five types of leadership based on concern for task and 
concern for relationship are located in four quadrants. 
Concern for task or production is situated on the 
horizontal axlS while concern for relation or people is 
found on the vertical axis. Production has more 
importance to the leader whose rating rises the 
horizontal axis. Leaders with ratings advancing toward a 
rating of ni ne show more concern for people. 
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Figure 2 - Managerial Grid 
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There are five types of leadership styles situated on 
the four extremities of the Grid namely: 9.1 
(Authori tarian or task oriented); 1.9 (Country-club); 
1.1 (Laissez-faire or Impoverished); 9.9. (Democratie or 
Team); and in the centre at point 5.5 (Middle Road). The 
latter is a style that is willing to make compromises 
The authoritarian type of leadership puts much 
importance on production and ignores the satisfaction of 
the needs of the employees whereas the country club 
style is more concerned on needs of the human element of 
the organization rather than on production. The laissez-
faire type does not concern itself on either production 
or needs of the empIoyees at aIl. The democratic type 
tries to satisfy employees' needs in order to 
simultaneously attain organizational goals. This type of 
leadership is willing to make compromises; it balances 
carefully the equilibrum between production and 
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satisfaction of the needs of the human element of the 
organization so that employees' needs and organizational 
objectives are both met satisfactorily. 
There are several possible positions on the Grid ln 
which a leader's style could fall. The authors concluded 
that leaders perform best under a 9,9 style (people-
oriented) as opposed to 9,1 style (task-oriented) or the 
1,9 (country-club style). 
This theory has sorne limitations. According to Robbins, 
the Grid does not indicate results produced by each 
particular style, but instead it shows the dominating 
factors that influence a leader's thinking in regard to 
obtaining results. Furthermore, he thinks that The Grid 
did not offer any new informations that might contribute 
in the clarification of leadership. He believes that 
Blake and Mouton failed to provide tangible evidence to 
support that the 9,9 or democratic style is the most 
effective one in aIl situations. 
Reddin (1970) believes that a given situation determines 
the effectiveness or ineffectiveness of a leadership 
style. Like sorne authors mentioned previously, he 
assumes that there are as many leadership styles as 
there are situations. He felt that a useful theoretical 
model 8 mus t allow that a variety of styles may be 
effective or ineffective depending on the situation 8 
(Reddin, 1969, p.13). He added the effectivenes 
dimension to the task concern and the relationship 
concern dimensions of other attitudinal models like the 
Managerial Grid. 
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This theory allows for a wide range of leadership 
behavior; there are as many styles as there are 
si tuations. Many researchers on leadership regard this 
as a far better theory than the previous ones mentioned. 
The next figure shows the four effective and the four 
ineffective styles of leadership depending on the 
situation. The effectiveness dimension has been divided 
into quartiles ranging from +1 to +4, on the effective 
side, and from -1 to -4 on the ineffective side. The 
effectiveness or ineffectiveness of a leaders' style is 
basically dependent on the perception of its 
appropriateness to a gi ven situation by his followers, 
superiors, or other co-workers. 
High 
Relationship 
ond 
Low Tosl< 
Low 
Relotionship 
and 
Low Tosk 
High Tosk 
and 
High 
Re lot ionship 
High Task 
and 
Low 
Re lationship 
Hie'" 101" 
o.,.j 
H i8~ 
lf' iQl ;OO"' \ h , p 
Figure 3 - Tri-dimensional Leader Effectiveness Model 
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Likert's (1974) Management Sy8tem8 illustrates how 
subordinate' s level of participation affects the style 
of leadership and vice-versa: how style of leadership 
affects the level of subordinate' s participation. The 
system classification was deterrnined by using the 
productivity levels of various organization. It starts 
frorn the least productive organization, referred to as 
Sy8tem 1, and gradually progresses to Sy8tem8 2, 3, and 
'i the last being the most productive. Each System 
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reflects the level of subordinate's participation in aIl 
organizational processes; less subordinate's 
participation equates to low production, and more 
participation to greater productivity. 
In System l, leaders do not have confidence in their 
subordinates, and do not give the latter support or let 
them participate in decision-making. The bulk of the 
decisions and goal setting of the organization are made 
from the top and handed down to the subordinates. The 
leaders always have the final word on everything that 
happens in the organization. This system is 
characterized by complete lack of team spirit; poor 
communication; and subordinates' fear of the leader is 
very evident. This style of leadership is exploi ti ve 
authoritative in nature; it tends to exploit 
subordinates' position. The latter are forced to work 
with fear: threats; punishment; and occasional rewards 
and need satisfaction at the physiological and safety 
level. The control process lies in top level management, 
and an informaI organization normally develops which 
opposes the established goals of the formaI 
organization. 
Leadership in System 2 lS of the benevolent 
authoritative type. Rapport between leader and 
subordinates is quite formaI and distant; leader has a 
condescending confidence and trust in the latter. The 
bulk of the decisions and goal setting of the 
organization are made at the top, but sorne are also made 
at lower levels. Workers are sufficiently motivated 
through the use of rewards and sorne actual or potential 
punishments. Team spirit is present among them, however, 
it is weak. There is sufficient amount of communication 
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between the leader and the subordinates, but i t lS 
mostly coming from the top. Most of the control process 
is concentrated in top level, with sorne delegated to the 
middle and lower levels. An informaI organization 
usually develops, however, it does not always challenge 
organizational goals. 
In System 3. leadership lS more of an authori tati ve/ 
consultative and participative/consultative type. The 
leader participates or works as a member of the team. 
This leader gives subordinates sorne moral support, and 
may even reward them for their endeavors. There is a 
substantial but not complete confidence and trust in 
subordinates. Broad policy and general decisions are 
kept at the top, but subordinates are allowed to make 
more specifie decisions at lower levels. Sorne aspects of 
the control process are delegated downward with both 
groups, (leader and subordinates), having a feeling of 
responsibility. Communication is more open and flows 
both up and down the hierarchy. Organizational goals may 
either be supported or rejected by an informaI 
organization which sometimes develop. 
In System " leadership is of the participative type. 
Decision making lS weIl integrated but widely 
distributed throughout the organization. This process 
gives rise to the development of the individual's self-
value. Subordinates are motivated by participation and 
involvement ln many activities such as, developing 
economic rewards, goal setting, improving methods, and 
appralslng progress toward goals. Leaders have complete 
confidence and trust in the subordinates, and there is 
good rapport in aIl levels. Communication flows in aIl 
directions: up and down the hierarchy, and among peers. 
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Responsibility for the control process lS widespread 
throughout the organization wi th maximum participation 
by the lower group. There is no informaI organization 
opposing the set organizational goals. 
Likert has developed an instrument, • Profile of 
Organizational Characteristics·, (see Appendix B) which 
measures an organization's management system. It is 
designed to gather data about sorne operating 
characteristics of an organization such as, leadership, 
decision-making, motivation, communication, goal-
setting, and control used by the organization. This is 
widely used in many organizations, business organization 
in particular, but i ts application is also popular in 
other types of organizations wishing to analyze their 
organizational climate. 
Fiedler (1976) has developed the Leadership Contingency 
Model. According to this theory, the following maJor 
situational variables seems to determine whether a given 
situation is favorable to the leader: 
* leader - member relations; 
* task structure, (degree of structure ln task 
assigned to the group); 
* position power, (the power an authority that 
their position provides). 
The author defines the favorableness of a situation as 
·the degree to which the situation enables the leader to 
exert his influence over his group.· <p.13). 
In this model, Figure 4, (from Turgeon, 1985) eight 
possible combinations of variables are possible to 
occur. Leadership style will fall into one of the eight 
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combinations of situations as leadership situation 
changes from high to low on these variables. 
Fiedler developed a scale which is administered to 
leaders of a group or organzation which ask them to think 
of a person whom they least liked to work with (LPC), and 
to rate this LPC according to a set of eight-point bi-
polar traits. He claims that leaders wi th high LPC are 
relationship-oriented while those with low LPC tend to be 
task-oriented. This interpretation of the LPC caused many 
problems among researchers. Studies failed to show a 
correspondence between LPC scores and their expected 
behavioral implications (Rice, 1978, from Bryman, 1986). 
In addition, Fiedler's concept of leadership style seems 
to clash with its typical interpretation as used by other 
researchers, thus making it not popularly accepted in 
studies about leadership. -A good deal of confusion thus 
still sur rounds Fiedler's Contingency Theory.- (Smith and 
Peterson, 1990, p.20). 
oriente 
vers la 
tâche 
oriente 
vers les 
relations 
humaines 
Situation tres 
f?vorable 
1. Excellentes rcta· 
tions supérieur. 
subordonnés 
2. Tache très 
structurée 
3. Situation de pou· 
voir élevé pour le 
leader 
1. Ret;ltions xnnes 
2. T âche rr.o~~rëment 
structure~ 
3. Situation (!e 
pou'wOlr n:o)en 
Figure 4 - Leadership Contingency Model 
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1. Relations pauvres 
2. Tâche peu 
structurée 
3. Situ;ttion de 
pouvoir faible 
After reviewing a few theories on leadership, one could 
conclude that for change implementation to be effective, 
it is important to employ the right type of leadership; 
however, since a subordinate' s participation also 
affects the type of leadership in an organization, it is 
therefore imperative for a leader to know the 
professional and psychological maturity of those who 
will be directly affected by change in order to find the 
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appropriate style of leadership needed to generate 
maximum participation. 
Hersey's and Blanchard's (1982) theory deals with this 
aspect. According to the authors, the level of maturity 
depends upon a subordinate's personal experiences, 
professional skill, interest and motivation, and degree 
of personal independence. Due to these factors, every 
individual has a different level of maturity, which is 
clearly demonstrated in one's: 
* level of participation in certain activities; 
* degree of motivation; and, 
* level of professional skill. 
This maturity level changes from time to time depending 
on the circumstances. 
The authors have also observed that the same individual 
might at sorne times display a high level of maturi ty, 
and at others a much lower level depending on the 
situation. Because of this variation, it is therefore 
important for a leader to adjust one's style of 
leadership according to a subordinate's level of 
maturity before attempting to introduce any changes or 
offer any help. 
Hersey and Blanchard have identified four levels of 
maturity in relation to a specific task namely, Ml, M2, 
M3, and M4, and the types of leadership, 81, 82, 83, and 
84, appropriate for each level. This leadership approach 
is known as the "Life cycle Theory". It is dynamic, and 
lS capable of adjusting according to the changes in an 
individual's or group's level of maturity. 
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While at first, subordinate with lower level of maturity 
requires more direction and guidance by the superior or 
the leader, this need gradually diminishes as the level 
of maturity increases. There must be less demand on the 
subordinate's task performance at this stage until the 
level of professional as weIl as psychological maturity 
has improved. Then leadership control must then be 
withdrawn to give the subordinate full control and 
responsibility. The leader, although not taking an 
active part at this point in the change process, should 
provide more hurnan relations behavior until the person 
being helped can be left to function independently (see 
Figure 5). 
SITUATIONAL LEADERSHIP 
(H'GHt)~~STTY ... L_E ....... 01F;LiE~AiDiI1EiR.m1 
1 High Relationship and LowTask 
J~~~ ..
---~~ (HIGH) (LOW) ..... ~l---- TASK BEHAVIOR (Directive Behavlor) 
MATURITY OF FOLLOWER(S) 
Figure 5 Situational Leadership 
46 
47 
In Ml, a subordinate lS very insecure, not motivated and 
often avoids taking any responsibili ty. The level of 
professional and psychological maturity lS very low. 
There is minimal subordinate's participation and maximal 
leadership. The leader tells the subordinate precisely 
what to do and watches closely the latter's activities. 
This lS needed in order to help, guide, and nurture the 
client' s professional development. Leadership behavior 
is characterized with a high task/low relationship and 
the key word for appropriate leadership style is 
talllng. 
In M2, the subordinate lS energetic, confident, and 
willing to take sorne responsibilities, although 
incompetent. The level of professional and psychological 
maturity is moderate. The leader continues to direct and 
watch closely the subordinate 1 s acti vities, clarifies, 
persuades, and encourages questions. Leadership behavior 
is characterized with a high task/high relationship and 
the key word for appropriate leadership style is 
salllng. 
In M3, the subordinate 1 s motivation and participation 
level is variable. The level of maturity is moderately 
high but one still feels insecure. There lS a certain 
degree of competence, and autonomy is evident; however, 
there is also resistance in doing what ought to be done. 
On the other hand, a leader in this level encourages, 
facili tates subordinate 1 s eforts, and shares decision-
making. Leadership behavior is characterized with a high 
relationship/ low task and the key word for appropriate 
leadership style is partlclpatlng. 
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In M4, subordinate's participation and motivation lS 
very high. The former voluntarily takes on 
responsibilities, takes part in decision-making, and 
participates actively in aIl activities from the 
beginning to the end. 
An M4 leader's task is to delegate responsibility, 
observe, and leave problem-sol ving to the subordinate. 
Leadership lS characterized wi th low relationship/low 
task and the key word appropriate for this style is 
delegatlng. 
For leadership to be effective, this theory advocates 
that, a leader must remember not to delegate 
responsibilities to the individual or group until the 
latter is ready to take charge; reinforce and reward any 
progress made, minute as it maybe; have flexibility; be 
capable to apply aIl scales of leadership styles; as 
weIl as, able to adapt one's own style to the situation. 
Leadership flexibility and consideration of situational 
factors are the most important contributions of this 
theory to the study of leadership behavior (Yukl, 1981; 
Graeff, 1983, from Bryman, 1986). It is one of the most 
popular leadership theory among leaders in 
organizations. 
On the other hand, researchers found sorne deficiencies 
(Graeff, 1983; Bryman, 1886)in this theory. Graeff 
questions the rationale for associating certain maturity 
levels with specifie leadership styles, while Bryman 
states that Situational Leadership lacks the evidence to 
corroborate its fundamental doctrines. Its inability to 
generate a research tradition, and its concentration on 
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only one situational variable (subordinate' s level of 
rnaturity) lirnit its usefulness for researchers. 
In Figure 6, therelationship between the theories of 
Hersey and Blanchard, McGregor, and Likert are clearly 
illustrated. It shows the points where the authors' 
theories rnerge. 
Theory 
X 
(low)----TASK BEHAVIOR---.... ~-(High) 
/ (Mature) ! (Immature) 
1 
-----1 ... 
ABOVE 
AVERAGE 
1 AVERAGE 
: MATURITY 
BElOW 
AVERAGE 
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Fig-ure 6 - Relationship between Life Cycle Theory of 
Leadership and McGregor's Theory X and 
Theory Y and Likerts Management Systems. 
In order to measure a leader 1 s flexibility and 
adaptability, Hersey and Blanchard devised several 
questionnaires; the most well-known of themall is the 
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LASI-SELF, which later became LEAD. This instrument 
measures three aspects of leader behavior, namely: 
style, style range, and style adaptability. 
Two LEAD instruments were later developed to make 
possible the comparison of leader's perception and 
others perceptions of the former's style of leadership. 
The LEAD-Self is used by the leaders to gather data 
about their leadership style based on their own 
perceptions. The LEADOther gathers data on ones 
leadership style as perceived by others. 
Bennis,. Likert, Hersey and Blanchard emphasize the 
importance of participation in leadership, and indicate 
how much the success or failure of change and leadership 
depend on the amount of input the leader and subordinate 
have 1n the total process. Bennis expresses this 
interdependence ever so clearly when he says that 
acceptance of change depends not only on the quality of 
change but ·on the relationship between the change-agent 
and the client-system.· (Bennis, 1985, p.174). In 
addition, Fiedler believes that this relationship 
evolves through the process of leadership (Fiedler and 
Garcia, 1987). 
One would notice that there is a certain commonality in 
aIl the theories mentioned previously They aIl indicate 
that leadership as a process has two orientations, 
namely, people and task or production. Lastly, the 
behavioral and contingency theories illustrate that 
leadership could be learned and developed. 
After a brief review of a few authors' work on change 
and leadership, we conclude that Bennis' theory on 
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and Likert's, Hersey's and Blanchard's theories on 
leadership are the most appropriate frame of reference 
for this particular investigation. 
Because of the nature of problems facing the teachers, 
we believe that leaders should not concentrate on the 
degree of teachers' job performance level during the 
change transition. It will not also be justified to 
adopt a particular leadership style based on teachers' 
personal characteristics, as proposed by McGregor' s X 
and y theories, because the problems outlined at the 
beginning of this study were not due to teachers' 
personal character traits. 
Likewise, the theories postulated by 
Schmidt, Reddin, and Fiedler, can 
principals discover the true degree 
Tannenbaum and 
the not 
of a 
help 
teacher's 
insecuri ty caused by the introduction of the document 
YEAR 2000. This insecurity may be either professional or 
psychological, which according to Bennis, Schein and 
others, is always present when a change is being 
introduced in an organization. Therefore, in order to 
correctly identify a teacher's professional and 
psychological state, and adopt a suitable leadership 
style, a principal could safely refer to Hersey' sand 
Blanchard's theory on leadership. 
Likert's Management Systems l.S another valuable 
theoretical frame of reference because like Hersey's and 
Blanchard' s work on leadership, i t provides a detailed 
instrument which reveals the factors influencing the 
validity or non-validity of our assumption in this 
investigation. The nature of the latter will be the 
subject of discussion in the next chapter. 
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CHAPTER III 
METHOPOLOGY 
This chapter deals with the administration of the survey to 
elementary public school principals and teachers in British 
Columbia. It presents the population of the study, the 
instrument (choice and validity), data collection, and 
procedure of data analysis. 
3.1 population and Sample 
This study is a survey through the use of a written 
questionnaire designed to obtain a description of 
leadership style of elementary school principals in 
British Columbia public elementary schools as perceived 
by teachers and principals themselves. 
The principal criteria used in the selection of the 
Teacher population target was employment as a regular 
elementary classroom teacher who is in-charge of a class 
in the B. C. public school system; for the Principal 
population, one must be a current administrator of a 
school. 
In this study the target population were all elementary 
school teachers and principals currently employed in a 
regular public elementary school 1 in the prOVlnce of 
British Columbia. It was composed of two groups: 
Principals and Teachers. A population sample was picked 
1 Schools not classified as special facilities,.i.e . correspondence, 
containment or alternate schools. 
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randomly (Jaeger, 1988) using the list of British 
columbia school districts, (Appendix D), as the sampling 
list. Names of the seventy- fi ve school districts were 
placed in a container from which thirty-eight school 
districts were first drawni a second draw was made using 
only the thirty-eight school districts drawn ln the 
first drawi from these twenty school districts were 
finally drawn from whom permission to conduct a survey 
was requested. The researcher hoped to recelve 
permissions from at least 10 school districts. 
All elementary schools from each participating districts 
were included. The principal and a maximum of seven 
classroom teachers, (each representing a grade level), 
per elementary school composed the population sample. 
Grade levels represented were Kindergarten to Grade 7. 
since this study is based solely on perceptions, of the 
target population as educators, resulting from the 
effect of the introduction of YEAR 2000, the following 
variables were considered secondary and were not 
considered as variables affecting the perceptions of the 
target population (Part A of the instrument): age, sex, 
academic degree, and experience. These informations were 
gathered only for the purpose of getting a description 
of the subjects of this study and to observe their 
effects on ones attitude toward change. 
3.2 l:nstrument 
In order to answer our first 
Likert's questionnaire, ·Profile 
Characteristics· (Appendix E) 
research objective, 
of Organizational 
was chosen as the 
measuring instrument. It measures leadership dimensions 
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such as leadership, communication, motivation, decision-
making, objective, control, and performance. To ensure 
its suitability for this investigation, a pilot survey 
was first conducted in the Greater Victoria school 
district. 
approached; 
principal 
Two elementary school principals were 
participated. The 
did not allow 
however, only one school 
of the other school 
administration of the survey in his school because he 
found the ·Questions unacceptable· 2 • 
Results of the pilot survey showed that 91% of the 
participants found the questionnaire too long and 
complicated. This instrument was therefore considered 
totally unsuitable for the principal survey. 
Another questionnaire 
version of Likert's 
Characteristics of 
was prepared using an abridged 
·Organizational and Performance 
Different Management Systems·, 
(Appendix F). The new instrument was composed of 2 
sections. The first part was Likert's abridged 
questionnaire consisting of 18 questions. It measures 
six dimensions; each dimension refers to the following 
aspects (questions): 
DI:MBNS I: ONS 
Leadership 
2 principal's own words. 
QUBST I: ONS 
1. Confidence and tru.t 
Principal ha. in .chool 
.taff. 
2. School .taff feel free to 
talk to Principal about 
their work. 
Motivation 
Communication 
Decision-making 
Objective 
Control 
3. Principal asks for school 
staffls ideas and uses 
them if they are worthy. 
4. Principal uses 
predominantly: (fear); 
(menace) 1 (punishment) 1 
(reward); (motivation). 
5. Level where one feels 
respon8ibility for 
achieving schoolls goals 
lie. 
6. Amount of interaction and 
communication aimed at 
achieving schoolls 
objectives. 
7. Presence of an informal 
organization opposing 
schoolls goals. 
8. Extent to which 
communications are 
accepted by school staff . 
9. Accuracy of upward 
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communica-tion in school. 
10. Knowledge and understanding 
of problems faced by 
staff. 
11. Level where deciaions are 
formally made in school. 
12. Extent of technical and 
profeaaional knowledge 
uaed in deciaion-making. 
13. Extent of staffls 
involvement in decisions 
related to their work. 
14. Effects of decision-making 
on motivation. 
15. Manner in which goal 
setting i8 usually done. 
16. Presence of silent 
resistance to schoolls 
objectives. 
17. Concentration of reviewand 
control functions. 
18. Presence of an informal 
organization opposing 
schoolls goals. 
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It asked respondents to consider each question in terms 
of his/her perception of the actual style of leadership 
in his or her present school. 
The second part of the instrument 1S an open question 
concerning the introduction of the document YEAR 2000. 
This part asked the respondents whether the present 
leadership in his/her present school should change in 
relation to the changes introduced by the document YEAE 
2.QQ.Q. It also asked them to recommend sorne areas of 
supervision in which, in his/her opinion, 
take place in order to successfully 
governmental project YEAR 2000. QQESTION: 
changes should 
implement the 
Should the present style of leadersh1p 1n your 
school change w1th the full 1mplementat1on of the 
document YBAR 2000? If your answer 1s yes, please 
1ndicate the are a or areas of superv1aory pract1ce 
1n wh1ch you th1nk changea ahould occur. 
In Part A, respondents were asked to circle their 
answers. Each answer corresponds to the four systems of 
Likert's Model: 
System 1 = Exploitive-Authoritativei 
System 2 = Benevolent-Authoritativei 
System 3 = Participativei 
System 4 = Consultative. 
After consultations with a University of Victoria 
student newspaper editor as to the clarity of the 
questions, this questionnaire (Appendix G), was utilized 
as the survey instrument for this investigation. Alpha 
was established at 0.01 level in order to achieve a high 
probability of making a correct decision when analyzing 
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the data, no matter whether the null hypothesis is true 
or false (Pagano, 1986). 
3.3 Data Collection 
Permission was sought from the district 
of each of the twenty school districts 
superintendent 
to conduct a 
survey in their respective districts. A letter of 
request (Appendix H) was sent on October 15, 1991. There 
were thirteen responses received: nine granted 
permissions (Appendix 1), and four asked for more 
information on the nature of the survey. Out of these 
four districts one gave permission, and one opted not to 
participate. No follow-up was made on the other two 
Slnce the desired nurnber of school districts to be 
included in the study had already been attained. A limit 
on the nurnber of sample districts was set for financial 
reasons. No outside financial aid was obtained for this 
particular study. 
The participating school districts were: 
S.D. #9 (Castlegar) ; 
S.D. #71 (Courtenay) ; 
S.D. #86 (Creston-Kaslo); 
S D. #18 (Golden); 
S.D. #12 (Grand Forks); 
S.D. #24 (Kamloops) ; 
S.D. #56 (Nechako) ; 
S.D. #59 (peace River South); 
S.D. #47 (Powell River); 
S.D. #77 (Surnrner land) . 
On February 15, 1992, 114 principals and 820 teachers 
from various regular public elementary schools in the 10 
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participating school districts were each sent directly, 
a questionnaire after permission to conduct the survey 
was granted by their respective district 
superintendents. A letter explaining the purpose of the 
survey (see Appendix J), and informing respondents of 
their Superintendents' approval was attached to the 
questionnaire. Instructions to return completed 
instrument in the enclosed self-addressed stamped 
envelope on or before March 30, 1992 was also indicated. 
A total of 114 questionnaires were sent to the 
principals and 820 were forwarded to the teachers. AlI 
elementary schools in each of the participating 
districts were surveyed regardless of staff and student 
populations. 
Envelopes containing teachers' questionnaires were 
addressed in a general manner: 1.e., The Grade One 
Teacher, School's Address. So, if there were two Grade 
One teachers in the same school, the choice of teacher 
respondent was left entirely to chance. The researcher 
believed that bias on the part of the person, (usually 
the school secretary), sorting out the school' s mail 
would not affect the choice of the respondent since 
there were no identifying marks on the envelope as to 
the nature of the mail or of the sender. 
Mail-back responses were received from 97 (85.09%) of 
the one-hundred-fourteen (114) principals, and four-
hundred-twenty-eight (428) which is 52.20% of the eight-
hundred-twenty teachers (820) sampled. One principal 
returned the instrument unanswered stating that he did 
not like the questionnaire, specifiquely the placement 
of the answers under Likert' s four systems. He also 
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indicated that he did not like to be known as a 
principal operating under Systems 1 and 2, and that to 
classify his leadership under Systems 3 and 4 would make 
him appear a ·hero·. 3 
Although no request for personal, school's or district's 
names were requested by the researcher, sorne 
respondents, both principals and teachers, chose to 
identify themselves by either indicating their personal 
or school' s address, and others, their school district 
numbers. 
Other informations gathered as solicited by the 
researcher were the age, sex, academic degree, and years 
of experience of the respondents. Demogragphic data from 
only 96 principals, and aIl four-hundred-twenty-eight 
(428) teachers were tallied as indicated in Tables 3 to 
8 (see Appendix K). 
The percentage distribution for each demographic 
variables are illustrated on the subsequent page. 
3 Quotation from a Principal's response to the survey question. 
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Figures 7 to 13 indicate the percentage distribution of 
the age, sex, formal education, and total experience of 
teachers and principals who took part in this study. 
Data indicate that a high percent age of the Principal 
population is in their midlife (47-52 age range, 
32.29%), predominantly male (82.50%) with post-graduate 
(M.A. or M.Ed.) training (52.06%), this seems to reflect 
the present educational requirement for the 
principalship position, and with 1-5 years of 
experlence. 
Data for the Teacher population show that a high 
1 
percenf age of the population is between the 37-41 age 
range (24.30%), female (64.53%), with a Bachelor's 
degree (78.04%), and with less than 10 years of 
experience. 
All returned responses were included in the analysis and 
all data were treated with strict confidentiality. No 
follow-ups were undertaken as it was deemed unnecessary. 
3.' Procedure ot Data Analya18 
Data were compiled in two separate categories: responses 
to Part A, and responses to Part B of the measuring 
instrument. 
In Part A, all responses for each of the six dimensions 
measured, i.e., leadership, were statistically analyzed 
uSlng the Z-test in order to find significant 
differences between the teachers 1 and principals 1 
answers. 
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The Z-test is a test for independent groups which uses 
the rnean of the sarnple as a basic statistic. This 
allowed us to cluster the data for each sarnple group and 
facilitated the comparison of their responses to each of 
the six dimensions measured, l.e., leadership. In order 
to investigate the differences of the means, data were 
subjected to a two-tailed Z-test which gave us a leeway 
to accept or reject the null hypothesis. 
In Part B, data were classified in two groups: 
(a) Yes and No responses; and, 
(b) Teachers' and Principals' cornrnents. 
These cornrnents, (for each group), were then categorized 
according to their content and clustered under each of 
the six dimensions measured in Part A of the instrument. 
These dimensions were then ranked according to the 
percentage of cornrnents falling under each category. 
Demographic data were also subjected to a statistical 
analysis as independent variables, however, they were 
not part of our analysis of the data in our main 
investigation Slnce they were not established as 
variables to consider in attaining the objectives of our 
study. Resul ts of this analysis (demographic data) had 
no bearing on the out corne of our investigation and the 
attainment of our objectives. They were only collected 
for the purpose of getting a concrete description of our 
population. The sole purpose of analyzing these 
demographic variables in relation to the populations' 
(Teacher and Principal) responses to question in Part B 
of the rneasuring instrument was to infer on our 
population' s attitude toward change, particularly the 
irnplementation of the YEbR 2000 document in their 
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respecti ve schools. These were secondary data that we 
deemed interesting to know, just for the sake of 
curiosi ty, and which we believed could possibly incite 
or lay the foundation for future investigations. 
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CHAPTER IV 
RESULTS PRESENTATION AND ANALYSIS 
This chapter deals with the presentation and analysis of 
data concerning the perceptions of the principals' 
leadership abilities as measured by the instrument based on 
Likert's Management Systems. 
Two sections structure this present content. We will present 
and analyse , the results linking to the first objective of 
1 
this investigation, which is, to identlfy leadership 
abilities of elamentary school principals in implamenting 
change 1 and with the second objective, which is, to propose a 
coherent developmental ~trategy of an elamentary school 
principal in relation to the Implementation of the proposed 
chang.s. 
'.1 Xdentification of leadership abilities of elamentary 
school principals in implamenting change. 
The following content presents the principals' and 
teachers' perceptions of leadership behavior of 
principals according to the six dimensions of the 
instrument, namely: leadership, motivation, 
communication, decision-making, objective, and control. 
As we saw it in Chapter II, System 1 is described as a 
leadership style which is authoritative and exploitive, 
System 2 as authori tati ve and benevolent, System 3 as 
participative, and System 4 as consultative. 
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Table 1 (Q1 - Q3) 
Perceptions on Leadership; 
Q.l Confidence an d i i 1 h trust Pr nC.pa as i n sc 
N::ne ~ SUl:Etantial 
(SystEm 1) (SystEm 2) (systEm 3) 
Princ:ipals* 0% 0% 57.29% 
Te3che.rs** 7.24% 13.79% 49.07% 
h 1 00 sta ff 
<J:nplete 
(SystEm 4) 
40.63% 
24.30% 
Q.2. school staff fe.l free to talk to Principal about 
their work. 
N:>t at ail N:>t nuch Ein.gh <J:npletel.y 
Free 
Princ:ipals 0% 0% 44.79% 53.13% 
Te3che.rs 4.67% 15.89% 38.08% 41.36% 
Q.3. P.r:1tdpal asks far scb::al. staff 1 S 1daas m1 US8II tban if thay am 
_'L •• 
. 
Farely Saretllœs Usually Al~ 
Prin:ipals 0% 0% 30.21% 68.75% 
Te3che.rs 10.75% 19.39% 42.06% 27.80% 
. 
Table 1 shows the results between the perception of 
the teachers and the principals on the leadership 
dimension of the principals. 
Three questions measure this dimension, that 1S; 
confidence and trust Principal has in school staff, 
school staff feel free to talk to Principal about 
their work, and Principal asks for school staff 1 s 
ideas and uses them if they are worthy. 
67 
AlI results are statistically significant; refer to 
Table 8. 
If we sift thoroughly the results obtained by both 
category of respondents we see for the first 
aspect (Q.1) that: there is a statistically 
significant difference, (16.33%), ln perceptions 
between the two groups under System 4. AIso, 
principals did not see themselves falling under 
System 1 and System 2, whereas, 21.03% of teachers 
disagreed. The majority of both groups believed 
principals had substantial amount of trust and 
confidence in staff. 
Q.2. There were 20.56% of teachers who perceived 
that they did not feel free, or, feel free enough 
to discuss their work wi th their principals. This 
was in direct contrast to the 0% perception on the 
part of the principals. These teachers felt, (based 
on their comments), that principals might think of 
them as incompetent if they discussed their work 
with the latter. 
Q.3. Principals rated themselves 40.95% higher than 
the teachers under System 4. This perception was 
not shared by the latter; 30.14% perceived the 
former behaving under Systems 1 and 2; and 
majority, 42.06%, under System 3. Sorne of those who 
said ·rarely·, and ·sometimes· added comments like: 
·if it serves his, (principal's), purpose·; or, ·if 
it cornes from, (teacher), friends. 
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Figure 14 indicates the percentage distribution of the 
perceptions of principals and teachers of the leadership 
dimension of the leadership behavior of principals as 
measured by questions l, 2, & 3 of the measuring 
instrument. Majority of the principals, (55.12%), 
perceived their leadership behavior as that of System 4, 
while teachers perceived it as that of System 3. 
% of Population 
60.00-.4 
40.00% 
30.00-.4 
20.00% 
10.00-.4 7.7(1% 
System 1 
Leadership 
0(1.2.3) 
44.88"-43.89% 
16.67% 
~m3 
55.12% 
Figure 14 - Percentage Distribution of Perceptions on 
Leadership Dimension 
Table 2 (Q4 - Q5) 
Perceptions on Motivation 
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Q.'. Principal u.e. predominantly 1 (fear), 2 (menace), 
3 uni.bment" 5 motivation). ~~~~~--~--~ 
Princip:ùs 
1, 2, 3, a little 3 
saœtirres 4 arrl 5 to grcq> 1 S 
cbjectives 
0% 0% 23.96% 71.88% 
8.41% 7.94% 11.68% 68.22% 
Q.5.Level where one feel. re.pon.ibility 
school l • oa18 lie • . 
for achieving 
Princip:ùs 
Partiailarly 'Itp; ~ 
with tep staff: little 
officials 
0% 
10.98% 
0% 
14.02% 
SJl:stantial 
pr:c:{X)rtial AU levcls 
of ~~'~ ________ ~ 
41.77% 55.21% 
----~-----------f 31.07% 41.36% 
Table 2 shows the results between the perception of 
teachers and principals on the motivation dimension 
of the leadership behavior of principals. 
Two questions measure this dimension, that is: 
principal uses predominantly 1 (fear); 2 (menace); 
3 (punishment) i 4 (reward); 5 (motivation), and 
level where one feels responsibility for achieving 
school1s goals lies. 
All results are statistically significanti refer to 
Table 8. 
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0.4. The majority of both groups agreed that 
principals function according to group's objectives, 
(System 4). However, there was also a signi f icant 
percentage, 28.03%, of teachers who perceived the 
use of fear tactic by their principals. Zero percent 
of principals perceived themselves as operating 
under System 1 and System 2. 
0.5. Both groups perceived responsibility for 
achieving school1s goals lie in aIl levels; but, 25% 
of the teachers did not see it in the sarne way. They 
believed their principals behaved under Systems 1 
and 2, however, these perceptions were not shared by 
100% of the latter. 
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Figure 15 indicates the percentage distribution of the 
principals' and teachers' perceptions on the motivation 
dimension of the leadership behavior of principals as 
measured by questions 4 & 5 of the measuring instrument. 
Majority of the principals, (65.95%), and teachers, 
(56.57%) perceived it as that of System 4. 
% of Population 
70.00% 
60.00% 
50.00% 
40.00% 
30.00% 
20.00% 
10.00% 
Motivction 
a(~5) 
0.00% .L-__ ~::';';;';;..;.;;.;,;IL....-__ --l~;;';';;';';;;;;&"_ 
9p1eml System 2 S)lstem3 
65.95% 
Figure 15 - Percentage Distribution of Perceptions 
on Motivation 
Table 3 (Q6 - Q10) 
Perceptions on Communication 
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0.6. Amount of interaction and communication aimed at 
achieving school's objectives. 
Very little Little Q.rite a bit A lot 
Principlls 0% 0% 47.92% 51.04% 
Teachers 7.71% 18.22% 49.30% 23.60% 
0.7. Direction of information flow. 
ro..n...erd M:stly D:w1 arrl up D:w1, up, arrl 
chn.ard with peers 
Principlls 0% 0% 33.33% 66.67% 
Teachers 7.24% 33.88% 21.96% 35.75% 
0.8. Extent to which communications are accepted by 
8chool staff 
vie.-a:l with Perhaps with cautirusly With an grea.t 
suspicicn susoicicn cpen mirrl 
Principlls 0% 0% 18.75% 81.25% 
Teachers 7.94% 11.92% 26.64% 52.57% 
0.9. Accuracy of upward communication in school. 
Ofta1 Ce1sora:i LimitErl Accurate 
.inaccurate fran tcp acan:acy 
Principlis 0% 0% 10.47% 87.50% 
Teachers 7.24% 11. 21% 22.90% 53.50% 
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_~.10. ~~ and nn'arsl:at'djng of ~,- faoad D.f staff. 
Very little A little W:ül ED:UJh Very ~l 
Princip:ùs 0% 0% 26.04% 71. 88% 
'l'œd1ers 17.06% 16.36% 37.38% 28.27% 
Table 3 shows the results between the perception of 
the teachers and the principals on the 
communication dimension of leadership of the 
principal. 
Five questions measure this dimension, that is: 
amount of interaction and communication aimed at 
achieving 
information 
school's objectives, 
flow, extent to which 
direction of 
communications 
are accepted by school staff . accuracy of upward 
communication in school, and knowledge and 
understanding of problems faced by staff. 
All results are statistically significant; refer to 
Table 8. 
Q.6. Principals' self-perceptions regarding amount 
of communication aimed at achieving the school' s 
objectives were very much higher than those of the 
teachers'. Fifty- one percent of them said that 
there was -a lot- of communication in contrast to 
23.60% of the teachers who thought di f ferently. A 
significant difference of 27.44% exists; majority, 
49.03 %, of the responses were un der System 3. A 
quarter, 25.93%, of the surveyed teacher population 
percei ved their leaders' behavior as belonging to 
either System 1 or System 
principal respondents saw 
systems. 
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2. None of the 96 
themselves in these 
0.7. A big contradiction in perceptions can be seen 
in System 2: 100% of the principals did not think 
the flow of communication ln their schools was 
mostly downward, while 33.88% disagreed. Majority, 
66.67%, which was 30.92% higher than the teachers 
indicated System 4. Of the 428 teachers, 41.12% 
perceived the flow of communication as either 
downward or mostly downward. 
0.8. The highest percentage for both groups 
coincided ln System 4, although there was a 28.68% 
difference. Data in Systems 1 and 2 indicate 
another contrast in perceptions. 
o. g. Principals percei ved accuracy of upward 
communication in their schools as 87.50% accurate, 
while only 53.50% of their teachers perceived it in 
the same manner. There was 18.42% of the teacher 
population who percei ved i t as ei ther often 
inaccurate or censored from top. No principals 
thought that this was the case. 
0.10. Of 96 principals, 71.88% said they knew and 
understood very weIl the problems faced by their 
staff; however, only 28.27% of the teacher agreed. 
One- third of the teacher population indicated 
principals had very little or a little knowledge 
and understanding of their problems. Principals 
disagreed 100% on these perceptions. 
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Figure 16 indicates the percent age distribution of the 
principals' and teachers' perceptions on the 
communication dimension of the leadership behavior of 
principals as measured by questions 6, 7, 8, 9, & 10 of 
the measuring instrument. Although majority of both 
groups, (principals and teachers) , perceived this 
dimension of leadership to be that of System 4, i t is 
also important to take note of the differences in 
perceptions under Systems 1 & 2. 
% of Population 
80.00-.4 -
70.00-.4 
60.00-.4 
50.00-.4 -
30.00-" 
20.00-" -
2 
10.00-" 
'.:- :-: -:. :-:-:. 
Communication 
0(6.7.8.9.10) 
1 fi Principals [} Teachers 
. .............. . 
32.2~.4 
27.~ »»: 
....... 
....... 
.:-:.:-:-:-:-:-: 
........ 
-:-:.:. :-:-:-:.: 
0.00% »» 0.00% y}}}: 0.00% -I-__ .L;;.;.:;'::':;';;':;'4 __ -L;;';";;;':::.;.;;.;J..-tI...lWii~;.;a;;;.;;.;..;;;.:-.:;;LP=;';;""'''''''''''''''''''''''''' 
System 1 System 2 System 3 System 4 
Percentage Distribution of Perceptions on Figure 16 -
communication 
Table 4 (Q.11- Q13) 
Perceptions on Decision-making 
Q.ll. Level wbere decisions are formally made 
B.ùk. of fblicies at Bread p::>licy 
œcisicns at tcp: a little at tcp: rrore 
tcp of œ.leJatim œ.leJatim 
organl.zatim 
Principils 0% 0% 39.58% 
Teachers 9.81% 19.39% 35.98% 
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in school. 
AlI levels: 
go:d 
integratim 
59.38% 
34.11% 
Q.12. Extent of technical and professional knowledge 
use d i d i i k1 n ec s on ma ng. 
UsErl mly if Usa:l mly if MJch of W1at M:et of W1at 
p:::ssesse::l at p:::ssessa:1 at is available is available 
highe.r levels highe.r arrl in aU levels in aU levels 
midIle levels 
Principils 0% 0% 19.79% 79.17% 
Teachers 10.98% 16.36% 46.03% 24.30% 
Q.13. Extent of staffls involvament in decisions related 
to their work. 
MX at aU O:casimally Usually Q:nplete1y 
CCJ1SLÙte::l CCJ1SLÙte::l involve::l involve::l 
Principils 0% 0% 10.42% 89.58% 
Teachers 6.78% 16.12% 50.47% 25.93% 
Table 4 shows the results between the perception of 
the teachers and the principals on the decision-
making dimension of the leadership behavior of 
principals. 
Three questions measure this dimension: level where 
decisions are formally made in school, extent of 
technical and professional knowledge used in 
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decision making, and extent of staff's involvement 
in decisions related to their work. 
AlI results are statistically significantj refer to 
Table 8. 
Q.l1. Principals' and teachers' perceptions differ 
considerably in Systems 2 and 4. Of the 428 
teachers surveyed, 19.39% said policies were 
formally made at top with a little delegation, and 
only 34.11% agreed with principals' perceptions in 
System 4. There was a 25.27% difference between the 
two groups in this system. However, percent age of 
the maj ori ty of both groups almost coincided ln 
System 3. The difference was only 3.60%. 
Q.12. There was a difference of 54.87% between 
teachers and principals in Sytem 4, and 27.34% in 
both Systems 1 and 2. The majority of both groups 
differed in their perceptions. 
Q.13. Of 428 teacher respondents, 22.90% differed 
with their principals' perceptions in Systems 1 and 
2. One-hundred percent of the 96 principal 
respondents did not think teachers were not, or 
were only occasionlly consultd in matters 
concerning their work. A high percentage, 89.58%, 
of them said the latter were completely invol vedj 
this perception was of course not shared by 74.07% 
of the teachers. 
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Data in Figure 17 indicate that 76.57% of principals 
perceived this dimension of their leadership behavior to 
be that of System 4, which is a big contrast to that of 
the teachers' perception; only 28.47% of the latter 
perceived it this way. 
It is also important to take note of the differences in 
perceptions under Systems 1 & 2. 
% of Population 
70.00% 
9.31% 
Decision Making 
Q(11.12.13) 
1 III Principals DT eachers 
44.72% 
23. . ••••••••••••••••• 
17.51% 
76.5~" 
0.00% ••••••••••••••••• IIIII!IIII: •••••••••••••••••• 
o.~.4 +-_---I~.:.;.;.;.;4---..a.;.;.;.;..;.;.;.;.~~~~;.;.;.;.;;~~=~.w;..;.w~ 
5ys1em 1 System 2 System 3 System 4 
Figure 17 - Percentage Distribution of Perceptions on 
Decision-making 
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Table 5 (Q.14 - Q15) 
Perceptions on Objectives 
Q.14. Ettecta ot dec1sion-making on motivation. 
tbthiI:g; it A certain SUl::stantial 
often werakens tbtnuch o:ntrih.I.ticn o:ntrih.I.ticn 
it 
Princip3ls 0% 0% 17.71% 82.29% 
Teachers 17.76% 26.64% 29.91% 25.70% 
Q. 15 Il . anner 0 goa l ae tt1 ng. 
staff bas a o.rœrs 'Ihra.IJh 
0rŒrs certain issuErl: staff groJp 
issue:::l ccntrih.I.ticn has little p:rrtici{:aticn 
o:ntrih.I.ticn 
Pr:incip3ls 0% 0% 0% 100% 
Teachers 2.80% 15.42% 27.80% 53.04% 
Table 5 shows the results between the perception of 
the teachers and the principals on the obj ecti ve 
dimension of the leadership behavior of principals. 
Two questions measure this dimension: effects of 
decision-making on motivation, and manner of goal 
setting. 
AlI results are statistically significant; refer to 
Table 8. 
Q.14. Data on teachers 1 responses for this 
particular question has a very unique distribution. 
Perceptions were alomost evenly distributed arnong 
the four systems. In contrast, 82.29% of principals 
situated themselves in System 4 with a meager 
17.71% in System 3, and 0% in both Systems 1 and 2. 
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0.15. One-hundred percent, (100%), of the 
principals saw themsel ves setting school' s goals 
through group participation. This, however, was not 
shared by 46.02% of the teachers, who percei ved 
goal-setting in different ways. Only 53.04% of the 
latter had the same perceptions as the principals. 
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Figure 18 shows that principals did not perceive 
themselves operating under Systems 1 & 2 at all, 
however, sorne teachers did. The former indicated that 
they perceived this dimension 
behavior to be that of System 4, 
hand, only 39.55% of the teachers 
of their leadership 
(91.15%); on the other 
perceived it this way. 
% of Population 
100.000.4 
90.000.4 
80.000.4 
70.000.4 
60.000.4 
50.000.4 
40.00% 
30.000.4 
Objectives 
0(14,15) 
1 rn Principals [] T eachers 
28.99% 
21.1a-.4 
20.000,4 ................ . 
10.33% >:-;.:-:-:.:.> 8.85% »» : 
91 .15% 
10.000.4 0.000.41\::::::::::::::1 0.000.4 «<:::: J,wl:mmi:jj: H(}~r 0.000.4 +-_-....L.;;;..:.;;;:;.;..L,t--.....l.:.:.;..;.;.;;;..:.l.......t~=~="'-+~ ........ =w.. .......... '-t 
System 1 ~m2 System 3 System 4 
Fiaure 18 - Percentage Distribution of Perceptions on 
Objectives 
Table 6 (Q.16 - Q18) 
Perceptions on Control 
Q.~6. Presence of silent resistance to school's 
objectives. 
strcr.g M:rl=rate Certain Little or 
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resistance resistance resistanc:e no resistance 
Princip:ùs 0% 0% 11. 46% 87.50% 
Teachers 9.11% 19.63% 29.21% 39.95% 
Q.17. Concentration of review and control functions. 
Highly Relative1y M:rl=rate D::ne at 
ccnca1tratErl ccnca1tratErl delegaticn all levels 
at tcp at tcp at l:::ottan 
Princip:ùs 0% 0% 6.25% 90.63% 
Teachers 11.68% 23.60% 27.34% 32.48% 
Q.18. Presence of an informal organlzatlon opposlng 
IIchool'lI goalll. 
Yes Usually Saœtirœs fui SéIœ cbje:::ti ves 
as sch:::lOl' s 
Princip:ùs 0% 0% 6.25% 90.63% 
Teachers 13.79% 37.15% 40.19% 8.88% 
Table 6 shows the results between the perception of 
the teachers and the principals on the control 
dimension of the leadership behavior of principals. 
Three questions measure this dimension: presence of 
silent resistance to school's objectives, 
concentration of review and control functions, and 
presence of an informaI organization opposing 
school's goals. 
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AlI results are statistically significant; refer to 
Table 8. 
0.16. A high percentage, 87.50% of the principals 
did not think there was any silent resistance to 
their schools' objectives at aIl, or if there was 
any, it was very litle. The data, however, showed 
57.95% of the teachers indicated that the opposite 
lS true, based on their own perceptions of the 
situation. 
0.17. Although majority of the principals and 
teachers indicated that review and control functions 
were done at aIl levels, the difference between the 
two percentages was very high. Majority of the 
teachers, 62.62%, thought differently from their 
principals. 
0.18. '!he majori ty for both groups did not coincide 
in any system. Of the 96 principal respondents, 
90.63% said there was no informaI organization 
opposing school's goals, (System 4), while only 
8.88% of the teachers saw it this way. There was an 
unusually high difference of 81.75%. 
Of the 428 teacher respondents, 40.19% responded, 
• sometimes·· , (System 3); this was 33.94% higher 
than those of the prinicpals'. The percentages in 
System 3 showed also a significant difference 
between the two groups' perceptions. 
84 
Data ln Figure 
differ greatly 
19 show that teachers and principals 
in their perceptions. None of the 
principals perceived this dimension of their leadership 
behavior to fall under Systems 1 & 2, whereas some 
teachers did. Likewise, a great disparity in perception 
lies in System 4. 
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33.01% 
11.80-.4 . . . ... . .. 10.~ ::::::::::::;:;::: 
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Figure 19 - Percentage Distribution of Perceptions on 
Control 
Note: Data tor "no response" column w&s not 1ncluded 1n 
all the preced1ng tables1 refer to Table 13. N*. 
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Table 8 
Compariaon ot the Principals' and Teachers' Perceptions on the six Dimensions of Leadership Behayjor of the Pnnclpals 
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Tables 7 and 8 show a sununary of data indicating 
principals' and teachers' perceptions on school 
principals' leadership behavior. Striking 
differences ln response lie in Systems 1 and 2. Of 
96 principal respondents, not one of them perceived 
a single dimension: communication, leadership, 
motivation, decision-making or control, of his/her 
leadership style to fall under System 1 
(Exploitive-Authoritative), or System 2 
(Benevolent-Authoritative). Seventy-three percent 
(73%) perceived their style as System 4 
(participative), and only twenty-five percent (25%) 
as System 3 (Consultative.) 
On the other hand, of the 428 teachers who 
participated in the survey, only 35.62% of the 
answers were under System 4, which was less than 
half of the principals'; 34.28% under System 3; and 
the rest were distributed under Systems 1 and 2. 
Table 7 shows the average system for each questions 
as percei ved by both groups, while Table 8 shows 
the average system for each leadership behavior. 
Frequencies, means, standard deviations, variances, 
and results of the Z-test are also indicated in the 
table. 
Although data indicate a similarity in perceptions 
between the majority of the two groups, (principals and 
teachers), as to the type of leadership styles, there 
exist a very significant percentage of teachers, 28.27% 
combined, (see Table 8), who perceived the principals 1 
behavior differently. They believed that the latter 1 s 
leadership behavior has the characteristics of System 1, 
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(Exploitive-authoritative), and System 2, (Benevolent-
authoritative), which, according to Likert' s findings, 
are characterized with low productivity. 
This result validates Tannenbaum's and Schmidt's 
(Continuum), and Likert's (Management Systems) theory 
that ln organizations where leadership lS of the 
autocratie type, one would find very low subordinate 
participation in the organization's acivities, which in 
turn translates to low production. Bennis (1985) says 
that this participation must be voluntary and not 
dictated from the top down because i t lS or may be 
crucial to the success of the change being implemented. 
He goes further to say that leader's trust on his 
subordinates must always be felt by the latter before 
he/she could expect their complete and voluntary 
participation, and that bureacratic organizations, of 
which System 1 and System 2 are good examples, do not 
effectively use its human resources. 
Effective use of the organization's human resources has 
sorne important implications: leaders must understand the 
followers needs, be it psychological, physical or social 
(Hersey and Blanchard, 1982), and must be more people-
oriented (Blake and Mouton, 1964) before a reasonably 
high participation and productivity could be attained. 
In this study, this autocratie style of leadership as 
percei ved by sorne teachers could resul t to their low 
participation and disinterest ln implementing the 
proposed governmental changes, and as a result may 
hinder the latter's success. 
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Responses to question #7 of the survey instrument 
indicate a glaring weakness in communication: 33.88% of 
the total teacher respondents felt the direction of 
communication in their schools to be -mostly downward-
and 7.24% -downward-, a total of 41.12%. 
If the flow of communication was mostly downward, and 
there were System 1 and System 2 leadership comportments 
present ln an organization, how could there be full 
participation on the part of the teachers? Full and 
meaningful participation of aIl those who are invol ved 
in the change process is only possible when there is a 
good flow of communication in aIl directions within the 
organization. As Bennis says, -Communication creates 
meanlng for people.- (Bennis and Nanus, 1985, p.43). 
Communication is the very life line in any organization. 
Organizational vision and the process of how the leader 
envisions to accomplish the former must be clearly laid 
out, likewise, thorough discussions must be carried out 
among those affected. A good example to illustrate the 
importance of communication is Jackson's (pseudonym) 
management philosophy: ·We' re going down that highway 
right there. If you don't understand it, yell. It (sic) 
you don't agree, yell, and we'll get it sorted out.-
(Bennis, 1985, p. 125). 
The high degree of downward communication, as felt by 
the teachers in this study, could hinder the smooth 
restructuring of the school because they could not fully 
express their sentiments, or pass on their views to the 
people occupying a higher position in the organization's 
hierarchy. 
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Another data worth looking at are the responses to 
question #18. More than one-third of the teachers 
reported the presence of an informal organization 
opposing school' sgoals, which principals did not sense 
at all. According to Robbins (1988), subcultures tend to 
develop ln large organizations to reflect common 
problems, situations, or experlences that members face. 
We believe that the formation of an informal 
organization in a school, as revealed ln this study, lS 
just one of the overt mani festations of the teachers' 
pent-up feelings that arise from conflict, tension, and 
frustration (Argyris 1953). 
Furthermore, data also revealed a great disparity in 
awareness between the two sample populations regarding 
sorne leadership comportments in both System 3 and System 
4. Teachers perceived lack of application by the 
principals of the important concepts of System 4, 
namely, principle of supportive relationshipsi group 
decision-makingi and group methods of supervision. 
In general, teachers reported wanting to 
what they perceived themselves to have. 
be experiencing what Porter (1962) 
perceived deficiencies. 
have more than 
They seemed to 
refers to as 
Whether or not these perceptions were the actual 
situations ln each school, principals should become 
aware of them, and should try to amend these 
incongrui ties. Likert says, that corrective steps, if 
started as soon as the data show the need for it, would 
prevent a large proportion of failures in labor-
management, (in this study, principal-teachers), 
relations. Both parties, teachers and principals, 
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affected by these discrepancies in perceptions would 
benefit from such measures. It is our belief that these 
discrepancies in perceptions could hinder or slow down 
change implementation, because a subordinate who 
perceives a leader's behavior to be autocratie, even if 
the leader thinks differently, will always behave 
according to how he/she perce~ves the latter's behavior 
(Hersey and Blanchard, 1982), and thus not produce 
results as might have been expected by the leader. 
Based on the data, one could conjecture that Principals' 
perceptions were based on their own personal 
experiences, values and expectations, rather than on 
those of their teachers. This manner of assessing ones 
leadership behavior is quite contrary to Likert's theory 
which states that, -the interactions between the leader 
and the subordinates must be viewed in the light of the 
subordinate's background, values, and 
expectations.-(Likert, 1967, p.48), if they are to be 
meaningful. Tannenbaum and Massarik (1961), and Hersey 
and Blanchard also claimed the same principle. 
Results of this 
that elementary 
possess sorne 
detrimental to 
implementation. 
study seem to support the hypothesis 
school principals in British Columbia 
leadership weaknesses which maybe 
effective leadership ln change 
Likert 's Management Systems lS supported by Hersey and 
Blanchard who contend that subordinates' styles, are an 
important consideration for leaders in evaluating their 
own leadership situation. In addition, Vroom's findings 
also support this claim; he found evidences that the 
effectiveness of a leader depends to a great extent on 
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the style of the indi vidual workers (from Hersey and 
Blanchard, 1982). 
Furthermore, this study also found that teachers would 
like to have a collaborative and collegial type of 
administration or a transformational type of leadership. 
On the other hand, sorne principals had indicated that 
they were already on their way either toward 
transformational or transactional leadership (see 
Appendix L). These findings corroborate the results of a 
recent study on the restructuring of British Columbia 
public schools by Leithwood, Jantzi, Silins, and Dart 
(1992). Transformational leadership reduces differences 
between leaders and subordinates, emphasizes 
participative decision-making, and is based on a form of 
consensual power which according to Leithwood (1990) is 
manifested through other people instead of over other 
people (Liontos, 1992). 
Lastly, we conclude that the implementation of change, 
specificallly, the document YEAR 2000, has greatly 
unsettled teachers' professional and psychological 
maturity; sorne felt insecured, stressed-out, and 
discontented (Schein, 1969; Likert, 1974; Hersey and 
Blanchard, 1982; Bennis, 1985). This assumption was 
predicated on the latter's responses to the question in 
Part B of the instrument (see Appendix L). 
4.2 Proposed strategies for an effective leadership in 
change implementation. 
This second section of this chapter presents the second 
objective of this 
school districts' 
study, namely, to propose to the 
higher officials a coherent 
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developmental strategy of a leadership appropriate to 
elementary school principals in relation to the 
implementation of the proposed changes. In order to 
accomplish this, responses to the last part of the 
question in Part B of the survey instrument will be 
presented, and incorporated in our proposed strategies 
for a leadership conducive to successful change 
implementation. 
Teachers' and Principals' responses were clustered, 
according to their content, in six categories such as: 
leadership, motivation, communication, decision-making, 
objectives, and control. 
It lS our opinion that, discovering weaknesses ln ones 
leadership style will not serve any purpose unless 
corrective measures are undertaken, and that the value 
of these data lies only on the amelioration of a 
situation. Therefore, this study, will make use of these 
data to rationalize the strategies to be proposed. These 
strategies are only a few out of the many possible ways 
of bringing about change. Since it is imperative for a 
leader to develop a change strategy which is appropriate 
to the members of his organization, the organization 
itself, and the task at hand (Dalton, et al, 1970), 
there will be a number of strategies as there are 
situations. 
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Table 9 
Percentage Distribution of Principals' and Teachers' 
Responses Recommendin~ Chan~es in each Leadership 
Behavior. 
Olt~ Leadership Behavior Principals Teachers 
based on Likert's Percentage Percent age 
Management Systems 
Problem-solving & 
1 Decision-makina 69.23% 75.53% 
2 Communication 28.20% 65.69% 
3 Motivation 41. 02% 61.17% 
4 Obiective 52.56% 42.55% 
5 Leadership 25.64% 41.06% 
6 Control 40.92% 39.71% 
No. of Principals (suggesting changes) • 39 out of 96 
No. of Teachers (suggesting changes) = 188 out of 428 
Table 9 shows the 
changes as suggested 
different leadership 
percentage distribution of 
by principals and teachers in 
behavior based on Likert's 
Management Systems. There were 39.58% principal 
samples, and 48.60% teacher samples who indicated 
that changes should be made in the present 
leadership behavior of their principals. Sorne areas 
suggested are listed in the table. 
Not included the table lS Principals' 
professional growth, which was the most important 
teachers' concerne Of the 188 teachers, 76.60% said 
that principals should be, (a) made to go back to 
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the classroom for at least a year, or teach part 
time to learn more of the realities of the 
classroom and to fully understand the problems; (b) 
made to ·update themsel ves by taking courses as 
classroom teachers do·.· 
The following teachers' comments summed up the 
sentiments of the majority, regarding this concern: 
• ... teachers are often more up-to-date on many of 
the areas of change related to the YEAR 2000 
document such as writing reports, areas and methods 
of instruction. This greater understanding cornes 
from having attended workshops and courses that 
principals often do not attend. Many full time 
principals have been out of the classrooms for many 
years & have not had direct teaching experience 
using the Document as their guide in teaching. l 
feel that all full time principals should have to 
take on a portion of a teaching assignment sometime 
during the next 5 years so that they have 
experienced teaching using the new format.· 
·Supervisor/Principal should attend all 
implementation and curriculum workshops with 
his/her teaching colleagues so that they are 
familiar and knowledgeable of current practices, 
theory and philosophy.· Then, ·Expectations put on 
teachers would become more realistic! It's one 
thing to have extensive knowledge of theory and 
quite another to implement in the classroom in a 
practical, manageable way.·s 
• Quotation frOID a Teacher's response to the survey question. 
S Teachers comments (see Appendix L b) . 
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Also, 53.72% of teachers wanted to have 
collaborative administration practiced in their 
school. ·Principals should concentrate more on 
building collaborative cultures in the schools·, 
and that there must be ·continued movement towards 
aIl decision making by collaboration and 
consensus.·. 
Principals, likewise, suggested the 
collaborative administration, however, 
of the 39 principals mentioned it. 
practice of 
only 7.69% 
Teachers wanted more consultation and input in 
problem- solving and decision-making. They said, ·We 
need a lot more collegial approaches to the 
schools i there should be leadership from the AO 
with input and weight from the teachers who are the 
experts on teaching.· They also wanted more open, 
honest and non-threatening type of communication. 
Dissatisfaction to the present type was well 
illustrated by the following comments: ·The climate 
is very tense and morale is low. Teachers feel that 
only lipservice is been given to their ideas and 
have consequently stopped contributing.·; ·1 recent 
wasting time in long meetings asking for input when 
administrators have already made up their minds and 
are only going through the motions of democratic 
decision-making.·; and •... this staff is too large 
to communicate effectively in a single group 
staff is currently considering formation of a staff 
committee to aid ln funneling concerns, to give 
more safety to the airing of concerns, to help 
colleagues problem solve in a supporti ve way, to 
remove isolation felt in a large group.·. 
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Due to this study's findings, we therefore propose that 
principals should try to: 
(1) re-evaluate self-perception of present 
leadership style by analyzing the situations 
from the teachers' perspective. Hersey' sand 
Blanchard' s LEAD instruments LEAD-Self and 
LEADOther are useful ln determining the 
similarity or dissimilarity in the perceptions 
of ones leadership behavior from that of the 
perceptions of those whose activities one 
tries to influence; revelation of ones 
weaknesses, according to the authors, through 
the perceptions of others is an important tool 
for re-evaluation of ones self-perceptions; 
(2) address leadership behavior and other matters 
which were of particular concern to teachers 
as revealed in this study, (refer to Table 8 
and teachers conunents in Appendix Lb.), by 
diagnosing the demands of their particular 
environment; 
(3 ) analyze the impact of YEAB 2QQQ on the 
teachers' professsional and psychological 
maturity. Hersey's and Blanchard's Manager's 
Rating Form and Self-Rating Form are two 
instruments which one could utilize to measure 
ability, (job maturity), and willingness, 
(psychological maturity); 
(4) develop the flexibility to adapt ones 
leadership style to suit the needs of each 
group or indi vidual. Hersey' s and Blanchard' s 
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theories of Si tuational Leadership as weIl as 
Contracting for Leadership Style are sorne good 
tools for effective leadership. Likert's 
Management Systems also blend weIl with the 
principles of Si tuational Leadership. (See 
Figure 5) 1 and 
(5) have sufficient training in sorne school 
management skills, especially human resource 
management. Blackburn (1986) said that the most 
difficult task for anyone in school management 
was to take responsibility for the work of 
another professional, and that the most 
difficult part of that was to share perceptions 
of success and failure with that individual. 
These strategies could in sorne ways help prevent further 
deterioration of present teacher situation as depicted 
by these cornrnents: ·Classroom teachers are starting to 
privately & silently refuse to take on anyrnore work as 
many find it unable to cope with the tremendous teaching 
load they are expected to undertake. More & more 
experienced (20+ years - teachers) are saying they want 
to quit because of the stress. Principals and other 
·specialists· seem to have lots of time to think ·up· or 
• find· the latest that we just must implement in our 
classrooms. There is no way to keep up with the demands, 
so teachers are starting to resist, in their own ways.·6 
This resistance was supported by the data gathered in 
Part A of the instrument. 
6 Ibid. 
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Figure 20 shows the percent age distribution of 
principals' and teachers' responses to the question in 
Part B of the measuring instrument. A high percentage of 
the Principal population said that no change was needed 
in their present leadership behavior. 
% of Population 1 mTeachers OPrincipals 
70.00 
6O.~.4 
60.00 
50.00 
40.00 
30.00 
20.00 
10.00 
0.00 
Yes No 
Response 
Figure 20 - Percentage Distribution of Responses 
to Part B by Teachers and Principals 
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Table 10 
Fregyency Distribution of Responses to Part B by 
Principals and Teachers 
Yes N:> 'Ibtal Z--d:X:. 
Fre:;r. % Error Fre:;r. % Error F'r'Eq. % Error 
P 38 39.58 0.039 58 60.42 0.039 96 100 0.000 -1.284 
T 208 48.60 0.040 220 51.40 0.040 428 100 0.000 
Tl 246 278 524 
90% confidence in results 
P = Principals 2 tailed Z test 
T = Teachers a = 0.01 
Tl = Total Z= 1. 645 
Table 10 shows the frequency distribution of the 
principals 1 and teachers 1 respnses to Part B of the 
questionnaire. There is an equal ratio of principals and 
teachers that answered ·Yes·. 
The ·Yes· and ·No· responses in Part B were also analyzed in 
relation to two demograhic variables stated previously in 
this study to determine their influence on ones attitude 
towards change. Although this procedure has no bearing on the 
outcome of our investigation, the data present interesting 
informations about our Teacher and Principal populations. 
The following figures (#21 to 24) indicate the percentage 
distribution of the ·Yes· and ·No· answers of the principals 
and teachers according to: age and experience. Data are found 
l.n Appendix M. 
It seems that older principals did not see any need to 
change their present leadership behavior (Figure 21) 
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whereas the highest percentage of teachers that said 
ei ther Yes or No falls in the 42 - 46 age range (Figure 
22) . 
As to experience, it appears that principals in the 21-25 and 
31-35 year range were 0% in favor of changing their present 
leadership behavior (Figure 23). Teachers in the 15-16 year 
range want change ln the present leadership behavior of their 
principal (Figure 24). 
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4.3 Conclusion 
If effective leadership is to be 
must be prepared to re-evaluate 
attained, principals 
self-perceptions of 
their leadership behavior, and must visualize the 
situation from the point of view of their teachers. A 
principal or a leader must not only accurately 
understand himself, but also • ... the individuals and 
group he is dealing with ... • (Tannenbaurn, 1958, p.79). 
Stogdill's, (1966) and Hersey's and Blanchard's studies 
show that staff perception of the leader's behavior 
influences their own actions and in large part 
determines the leader's effectiveness. since unfreezing 
before change of the status quo, 
implementation could 
imperative for leaders 
the subordinates. 
is needed 
take place, it lS therefore 
to recognize the sentiments of 
Thus, to help principals have a bird's eye view of the 
present staff situation in their schools, we will devote 
part of the last chapter of this study to the 
presentation of the areas ln the present leadership 
which were of particular concern to teachers. The 
latter's suggestions on how to improve these areas will 
form part of the strategies that we will strive to 
formulate in order to assist the principals to function 
ln a way that will meet the professional and 
psychological needs of their teachers 
S.l Summary 
CHAPTER V 
SUMMARY AND CONCLUSION 
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This study investigated different leadership styles of 
British Columbia public elementary school principals. It 
postulated that B.C. public elementary school principals 
possess sorne weaknesses in their 
behavior which maybe detrimental 
present 
to an 
leadership 
effective 
leadership in the implementation of change, particularly 
those embodied in the document YEAR 2000. As one of its 
objectives, a proposaI for an effective leadership in 
change implementation was also drafted. 
The investigation was carried out with the cooperation 
of principals and teachers from the following districts: 
S.D. #9 (Castlegar) ; 
S. D. #71 (Courtenay) ; 
S.D. #86 (Creston-Kaslo) ; 
S D. #18 (Golden) ; 
S.D. #12 (Grand Forks); 
S.D. #24 (Kamloops) ; 
S.D. #56 (Nechako) ; 
S.D. #59 (peace River South) i 
S.D. #47 (Powell River) i 
S. D. #77 (Summerland) . 
Principal respondents were mostly male; with a mean age 
of 45 yearsi mean years of experience was 10.55 years. 
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Fifty-eight per cent of the respondents had an M.A. 
degree. Teacher respondents were mostly female; with a 
mean age of 38.90 years; mean years of experience was 
14.06 years; and 79.40 had a Bachelor's degree. 
In order to answer our research objectives, subjects 
were asked to respond to a questionnaire, based on 
Likert' s ·Profiles of Organizational Characteristics·. 
It measured six leadership behavior such as leadership; 
communication; motivation; decision-making; objective or 
goal-setting; and control. Results, based on the 
perceptions of both sampI es , (principals and teachers), 
confirmed the fact that elementary school principals 
possess sorne weaknesses 1n their present leadership 
behavior which maybe detrimental to an effective 
leadership in the implementation of change, particularly 
those embodied in the document YEAR 2000. Major 
differences in perceptions were revealed especially in 
the areas of principals' professional growth, control, 
communication, decision-making, and objectives. We 
summarize our findings which may apply extensively to 
other elementary schools in British Columbia. 
Principal.' profe •• ional growth 
Teachers were highly vocal on this issue. Comments 
reflect strongly their perceptions of principals' 
cognitive rigidity on the daily classroom problems 
caused by the introduction of the document YEAE 
2QQQ. The former strongly suggested that principals 
should be made to experience teaching under the 
guidelines of the document, so that they will have 
a fuller understanding of the present situation. 
Principals, on the other hand never mentioned 
7 Ibid. 
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anything regarding this question. This seems to 
reflect that the higher one is on the hierarchical 
gradient, the more rigid cognition becomes on 
practices not directly affecting their position. 
This contention is congruent to the findings of 
Sarbin and Allen (1964). 
Control 
Data showed a wide gap between the perceptions of 
the two groups. Teachers fel t that most of the 
control power 
hierarchy, and 
more author i ty 
was located at 
indicated that 
and influence 
percei ved themsel ves to have. 
distribution of influence and 
the top of 
they want to 
than what 
the 
have 
they 
They wanted equal 
said that, ·staff 
should have direct involvrnent ln selection and 
evaluation of principals.·? 
On the other hand, principals suggested that formaI 
teacher evaluation and report writing should be 
dropped, but • formaI supervisory practices should 
still take place with l st year teacher and those in 
trouble.- e Teachers were also in favor of dropping 
formaI evaluation; or if the practice lS going to 
continue, they prefer to have peer and self 
evaluation instead of the present form. 
There was a great discrepancy between perceived 
actual and ideal teacher control. This is in accord 
wi th preVlOUS studies 
Tannenbaurn (1963) where 
reviewed by 
they found 
Smith 
that 
and 
the 
8 A principal's comment (see Appendix L a). 
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greatest discrepancy between actual and ideal 
control occurred at the lower level of the 
organization, as perceived by the member of the 
rank and file. 
Communication 
Principals and teachers differed greatly ln their 
perceptions of the nature of communication ln their 
schools. Principals perceived their behavior to be 
that of System 4, whereas, the latter saw it as 
that of System 3 (average), with sorne 
characteristics of Systems 1 and 2. 
Sorne teachers felt that the flow of communication 
in their schools was mostly downward. Based on 
their comments, they wanted to have an open, 
honest, positive, more involving, and non-
threatening communication between them and their 
adrninistrators. Fear to air openly their concerns 
or to talk about their problems was evident: i.e. 
• ... staff is considering formation of a staff 
commi t tee to aid in funnel ing concerns, to gi ve 
more safety to airing of concerns ... •. This fear 
seemed to be caused by the formal teacher 
evaluation: • ... it will always be difficult to talk 
freely about problems related to your work with 
someone who will be evaluating you.·; ·Evaluation 
is a scary process!· 
They also suggested that principals must learn to 
listen to other people's point of views before 
making decisions, and that there should be • ... less 
mernos and more discussions.·, but not necessarily 
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through a ... constant meetings and seemingly 
frui tless discussions ... a. al resent wasting time 
ln long meetings asking for input when 
administrators have already made up their minds and 
are only going through the motions of democratic 
decision-making. a Teachers asked for aLess staff 
meet ings . a 9. 
According to Bennis, lines of communication must be 
kept open at aIl times to fortify the impact of the 
driving forces; to quell restraining forces; to 
explain the procedures to be taken; and to assure 
those who are affected that the change will not 
cause any negative effects. 
Dec1s1on-mak1ng 
A great discrepancy ln perceptions between the two 
groups was also revealed ln this area. 
Approximately 90% of the 96 principals in this 
study said that teachers were highly invol ved in 
decisions related to their work, however, 74% of 
the latter did not perceive it this way. 
Teachers wanted school based decision-making; more 
consultation; a collaborative and collegial 
approach to decision making; and more input in 
decisions related to their work, specifically aIl 
decisions pertaining to the implementation of the 
document YEAR 2000. 
9 All quotations are from teachers comments found in the Appendix . 
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Leadership 
Forty-nine per cent of the 428 teachers were 
dissatisfied with the present leadership behavior 
of their principals, and were in favor of change; 
fort y per cent of the 96 principals were in accord 
with the former's desire for change. Both groups 
offered suggestions where changes in leadership 
behavior should occur. They both indicated a desire 
to move towards a collaborative and collegial model 
of leadership. It ·needs to look more like co-
operation than confrontation. Like colleagues with 
the sarne goal rather than direct and 
dictate ... • .10 Teachers also said that leadership 
needs to corne from aIl levels, not just from the 
top. 
Objective 
Although there was again a discrepancy ln 
perceptions between the two groups concerning this 
leadership behavior, teachers indicated that the 
manner of goal-setting was done through group 
participation. 
Principals did not comment on this area; a few 
teachers did suggest that objectives and guidelines 
must be stated clearly. 
10 Teacher's comment (Appendix L b). 
11 Ibid. 
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Motivation 
Jones (1987) claimed that maintaining a high staff 
morale was obviously a difficult leadership task. 
She also found that leadership was frequently a 
major factor affecting staff 1 s morale. Results of 
this study confirmed this claim. 
Data indicated a generally low teacher morale. 
This was partially due to leadership behavior, as 
they (staff) perceived it, and work overload. 
Their feelings are best portrayed by these 
comments: -His attitude produces fracturing 
within. Staff feel trapped. Classroom teachers are 
starting to privately & silently refuse to take on 
anymore work as many find it unable to cope with 
the tremendous teaching load they are expected to 
undertake. More & more experienced (20+ years 
teachers) are saying they want to quit because of 
the stress. Principals and other -specialists-
seem to have lots of time to think -up- or -find-
the latest that we just must implement ln our 
classrooms. There is no way to keep up wi th the 
demands, so teachers are starting to resist, in 
their own ways.·; - ... one school (13 classes) 3 
teachers are off for stress leave!-. There was 
-Lack of cohesiveness on staff. Principal seems to 
take parents side rather than really supporting 
teachers. -11 • 
12 Ibid. 
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A feeling of staff powerlessness was also noted in 
this investigation which we believed was a result 
of the staff's perceived difficiencies ln the 
degree of their participation in decision-making. 
These findings are congruent with the findings of 
Jones, Tannenbaurn and Rozgonyi (1986). 
Teachers suggested that principals must moti vate 
the back-sliders and those, (teachers), who have 
developed a comfortable inertiai and that they 
must also let go of power. ·There are still many 
power garnes played between principal and staff.· 12 • 
Other Plndlngll 
Data showed that there was no difference in ratio 
between the nurnber of principals and teachers who 
wanted change in the present leadership style. Data 
on dernograhic variables in relation to the question 
on change of leadership style showed that: 
(1) there was no 41fference in the age of 
teachers that said ·No· from those that 
said ·Yes· i 
(2) there wall a 41fference in the age of 
principals that said ·No· from those that 
said ·Yes·: older ones did not want change 
in leadership behaviori 
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(3) there was no d1ffarence in age between 
principals and teachers that said ·Yes·; 
(4) there wa. a d1fference ln age between 
principals and teachers that said ·No·: 
younger teachers did not want change; 
(5) there wa. a 41fference in the nwnber of 
years of experlence between principals 
that said ·Yes· and those that said ·No·: 
more experienced principals did not want 
change in leadership behavior; 
(6) there wa. a 41fference ln the nwnber of 
years of experience between teachers that 
said ·Yes· and those that said ·No·: more 
experienced ones wanted change; 
(7) there wa. a 41fference in the age of 
principals and teachers that answered the 
question. The Teacher sample was younger 
than the Principal sample. 
Our findings also indicated that on the average, 
the style of leadership of British Colwnbia 
elementary school principals, based on their self-
perceptions and on teachers' perceptions, was 
between System 3 and System 4, (average between the 
two average systems; refer to Table 8). We called 
this style as Consultative-Participative. Data also 
showed that 28.80% of the teacher respondents 
perceived 
leadership 
Table 8). 
the direction of their principals' 
going more toward System 1, (refer to 
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Furthermore, data also revealed a certain amount of 
psychological and professional unreadiness on the 
part of both samples, (principals and teachers), in 
implementing the changes embodied in the document 
YEAR 2000. 
Lastly, those principals and teachers that 
suggested changes 1n sorne leadership behavior 
brought out the same concerns, i.e., 
collaborative/consensual administration, school 
based decision making, formaI teacher evaluation, 
and communication. 
This study concluded with a proposed set of 
strategies for an effective leadership in change 
implementation. 
Degree of confidence was established at 0.01 and 
results were subjected to a two-tailed Z-test. 
5.2. CONCLUSION 
since YEAR 2000 1S a planned change, it will therefore 
involve four basic elements of change namely: change-
agent; client-system; valid knowledge; and 
collaboration. Bennis tells us that for planned change 
to be successful, there must be mutual goal setting, 
equal power ratio, and deliberateness on the part of the 
change-agent and the client system. Like Likert, he also 
believes that voluntary participation of those involved 
in the change process is crucial to its success. 
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The two authors are joined by Tannenbaum who claims that 
a successful leader is only aware of those forces which 
are relevant to his behavior at a gi ven timei that he 
accurately understands: himself, the individuals and 
group he is dealing with, the organization, and broader 
social environment in which he operatesi that he lS able 
to assess the present readiness for growth of his 
subordinatesi and that he lS able to behave 
appropriately in light of these perceptions. Tannenbaum 
further says that if direction is needed, a succesful 
leader can directi if considerable participative freedom 
is called for, he is able to provide that freedom 
(1986) . 
In addition, Bennisi Scheini and Hersey and Blanchard 
suggest that for change to be successfully implemented 
leaders must be aware of its psychological impact on the 
change-client, especially during the transition periode 
This investigation has led us to conclude that sorne of 
the characteristics of effective leadership in change 
implementation, as claimed by the authors mentioned 
previously, were lacking in the leadership behavior of 
principals in public elementary schools surveyed, i.e., 
equal power ratio, voluntary participation, and proper 
communication. If the degree of teachers participation 
lS low, as it seemed ln this study, how then can 
principals successfully achieve their organizational 
goals or implement educational changes in their schools? 
We also conclude that the mandated educational changes 
embodied in the YEAR 2000 document can not be 
successfully implemented until principals make 
modifications in sorne areas of their leadership 
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behavior, and develop the flexibili ty to adapt their 
style to the perceived needs of the teachers. 
It is our belief that principals could benefit from the 
results of this study especially in understanding the 
needs of their staff. A lot of honest sentiments were 
expressed by the teachers that portray a vivid picture 
of their present psychological state, and a feeling of 
utter powerlessness. In addition, the teachers' comments 
also revealed the existing atmosphere in their work 
environment, as weIl as how they perceived their 
principals' leadershiop behavior. AlI these, if taken 
into consideration by the principal could help him/her 
adopt a particular leadership style that would be 
conducive to a higher degree of staff participation in 
change implementation. 
In closing, we state that due to the low percentage of 
returned responses, results of this study can not be 
generalized as applicable to aIl public elementary 
school principals in British Columbia; that they were 
only perceptions and may or may not necessarily be the 
actual situations. 13 
5.3 Dmp11cat1ons for PUrthar Resaarch 
This study raised questions concerning leadership 
abilities of public elementary school principals ln 
effective change implementation, particularly the 
document XEAE 2QQQ. The following are suggested as 
implications for further research: 
13 Leithwood's study in 1992 on leadership in B.C. schools also reported 
low response rate which he attributed to the prevailing political 
situation in the province when the study _s done . 
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(1) While this study was concerned about effective 
leadership ln change implementation ln the 
elementary schools, it would be of interest to 
know if similar situations as was found in this 
investigation exist in the secondary schools. 
(2) Teachers and principals suggested the 
implementation of collaborative administration. 
It is worthwhile investigating this innovation 
in school administration. 
(3) FormaI evaluation is not in keeping with the 
essence of YEAR 2000. Teachers and principals 
want formaI teacher evaluation dropped. How can 
this be replaced? This is an area worth 
investigating. 
(4) Principals in B.C. public school system are now 
called Administrative Officers. Are they school 
managers or educational leaders? 
(5) The document YEAR 2000 seemed to have brought 
about a lot of professional and psychological 
insecuri ty to many elementary school teachers. 
Would YEAR 2000 has the same effect on the 
secondary school teachers? 
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APPENDIX A 
B.e. 's Educational System Before and During 
Implementation of YEAR 2000 
Table 1 
eomparison of the Structure of B.e. 's Educational System 
System before introduction System as proposed in 
of YEAR 2000 YEAR 2000 
BT,BM'ENTARY SCBOOL PRlNARY PRQGRAM 
1.Kindergarten P 1 (Year 1) 
2. primary P 2 (Year 2) 
a. Grade 1 P 3 (Year 3) 
b. Grade 2 P 4 (Year 4) 
c. Grade 3 
3 . Intermediate .NTUVBPIATB 
a. Grade 4 PROQJWI 
b. Grade 5 l 1 (Year 1) 
c. Grade 6 l 2 (Year 2) 
d. Grade 7 l 3 (Year 3) 
l 4 (Year 4) 
l 5 (Year 5) 
l 6 (Year 6) 
l 7 (Year 7) 
SECONPARY SCHOOL 
1. Junior Secondary 
a. Grade 8 
b. Grade 9 
c. Grade 10 
2. Senior Secondary 
a. Grade Il 
b. Grade 12 
GRADUATION PRQGRAK 
GRAD 1 
GRAD 2 
Table 1 shows the structure of the public 
educational system in British Columbia before and 
after the introduction of the document YEAR 2000. 
Under the former structure, the system is divided 
in 2 maj or levels: elementary and secondary. The 
first level lS composed of Kindergarten, primary 
and Intermediate gradesi there are three grade 
levels in the primary and four ln the Intermediate. 
The secondary level, consists of the Junior and 
Senior grades. Grades 8, 9 and 10 make up the 
Junior level, while Grades Il and 12 make up the 
Senior level. 
Children start school at age five in Kindergarteni 
the only date of entry is in September. Classes are 
fairly structured and are organized according to 
grade levels. Subj ects are taught separately 
throughout the elementary and secondary levels, and 
students stay in the same grade level the entire 
year. 
with the implementation of the document YEAR 2000, 
the structure of the educational system was 
altered. Three programs were introduced, namely, 
the primary, Intermediate and Graduation, replacing 
the elementary and secondary levels as indicated in 
Table 1. 
The primary program starts from Year 1 and goes on 
to Year 4. From there a student progresses to the 
Intermediate program which begins from Year 1 and 
continues on to Year 7. The last level is 
Graduation, which a student would normally take two 
years to complete. 
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APPENDIX B 
Dual Entry 
DUALENTRY 
~1qIPV 
41TOTHE 
PRIMARY PROGRAM 
. MINISTRV OF EDUCATION 
te Royal Commission on Education found that the majority of parents 
wanted more choices about when to first enrol their children in school. To make 
it possible for children to begin school closer to their fifth birthdays. the B.C. 
School Act was changed to allow for Dual Entry into the Primary Program. 
This brochure will provide you with some helpful information about Dual 
Entry. However. because schools will make their own choices about how they 
organize their classes for Dual Entry 1 you should contact your school for more 
detailed information. 
The Primory program 
The Sullivan Royal Commission on Education 
recommended changing our education system to 
focus on learners and their needs. Therefore, in 
the Primary Program: 
o reading, writing, mathematics, science, social 
studies, art, music, drama, and physical 
education aIl are taught, 
o aIl children are able to learn and aIl children 
are encouraged to feel successful, to see 
themselves as thinkers, and to see learning as a 
joyous, lifelong process. 
o children learn to make decisions, to solve 
problems, to communicate, and to care for one 
another as weIl as for the world around them, 
and 
o aIl children are unique individuals with their 
own styles and rates oflearning. 
Dual Entry and the Primory Program 
Dual Entry is one aspect of the Primary Pro-
gram. It was incorporated into the School Act in 
July 1989 and will be implemented in the 
1990/91 school year. 
APPENDIX C 
B. c. Public School Curriculum 
Table 2 
Comparison of the Curriculum Content 
Before Year 2000 
EI,p!1fBN'I'laRY SCBOOL 
Language Arts 
Mathematics 
Science 
Social Studies 
Arts 
Music 
Physical Education 
As proposed in Year 2000 
PRIKARY PROGMK 
LOCALLY SELECTED PROGRAMS 
PROVINCIAL PROGRAMS 
Subjects and Strands are 
integrated 
Humanities 
Sciences 
Fine Arts 
Practical Arts 
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PINE ART: Music, Art, Drama, Dance 
PRACTICAL ARTS: Physical Education, Technology 
Education, Business Education, Home 
Economics 
Table 2 shows the components of the B.C. provincial 
curriculum contents before and after the 
implementation of YEAR 2000. In the old curriculum, 
subj ects are taught independently of each other, 
whereas, in the proposed curriculum, different 
subjects are grouped into four strands. Each 
Program offers the four strands, which may or may 
not be integrated with the different subjects. 
Aside from the four strands, which are the 
provincially accepted programs, each school 
district has also the right to offer locally 
prepared programs. Graduation program offers also 
optional post-graduation courses. 
In the primary Program, subj ects and strands are 
integrated while in the Intermediate Program, 
subjects and strands may be integrated. Graduation 
Program offers a selected option ln addition to 
General Studies in Humanities, Sciences, Fine Arts 
and Practical Arts. 
SECONPARY SCBQOL 
English 
Languages 
Sciences 
Mathematics 
Social Studies 
Art 
Music 
Theatre 
Consumer Education 
Home Economics 
Business Education 
lndustrial Education 
Guidance 
Agriculture 
Physical Education 
INTElUŒDIATE 
PROQRAH 
PROVINCIAL PROGRAMS 
General Studies in 
Humanities, 
Sciences, Fine Arts, 
Practical Arts 
plus 
a Selected Option 
(including preparation for 
post-graduation studies) 
GRADUATION 
PRQGRAK 
LOCALLY SELECTED PROGRAMS 
PROVINCIAL PROGRAMS 
General Studies in 
Humanities, 
Sciences, Fine Arts, 
Practical Arts 
plus 
a Selected Option 
(including preparation for 
post-graduation studies) 
BUKANITXES: English, Social Studies, French as a 
Second Language and other languages, 
Learning for Living 
SCIENCES: Mathematics and Science 
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APPENDIX D 
British Columbia School Districts 
q''''' ... .......... ... III 
·1 ..... _ . . .. . lit 
...•.•. 1'1 : .. -...... ·::;Ii: ~ , 
•• ~ ..... ,~ 1 
_ ... _ ... ill 
..- ... ..... '" III 
BRITISH COLUMBIA SCHOOl DISTRICTS 
LANGLEY 34 
Ald.r.,ove. 
1 Femie 45 West Vancouver 
2 Cranbrook 46 Sunshine Coast 
3 Kimbertey 47 Powell River 
4 Windermere 48 Howe Sound 
7 Nelson 49 Central Coast 
9 Castlegar 50 Queen Charlol1e 
-\ 10 ArTfNI Lakes 52 Prince Rupert 
',,-. ',./"' , 11 Trail 54 Bulkley Valley 
/'"-----_~ •. _........:\~ 12 Grand Forks 55 Burns Lake r 13 Klnle Valley 56 Nechako 
,. Southern Okanagan 57 Prince George , 
r' 
, ... /- .- . ./ .-
-" . ../ 
60 
15 Pentic10n 59 Peaee River South 
16 Kentmeos 60 Peace River Nonh 
17 Princeton 61 Greater VICtoria 
18 Golden 62 Sooke 
19 Revelsloke 63 Saanich 
21 Armstrong- 64 Gulf Islands 
Spallumcheen 65 Cowichan 
22 Vernon 66 l.ake Cowichan 
23 Central Okanagan 68 Nanaimo 
24 Kamloops 69 OuaIicum 
26 North Thompson 7t) Albemi 
'lT CaribocK:hilcoün 71 Courtenay 
28 0uesneI n Cempbell River 
29 UIIooII 75 Mission 
30 South Ceriboo 76 Agassiz-Harrison 
31 MerriIt n Summenand 
80 Kitillll1 
81 FQrt Nelson 
84 Vanccuver Island West 
85 Vanccuver Island North 
86 CmIoIH<asIo 
rr Stikine 
88 TerT1C8 
89ShU$Wlp 
~. 92Nisgha 
4- ~~ 
'~. '~ 
1.. \ r lS \ 
.' --fi. ....... 1 ." .. , 
. ~ ,, ~, :,. 
'9 - ·::''"li . ",,," 'O,y. 
.) ' .... , .. n" 
~~~), .~ ",y 
m ProvInce 01 Britlah Columbia _ Ministry 01 Education 
ReviMd: Jlnulry, lM1 
32 Hope 
33 Chilliwlclt 
34 AbbcCston:I 
35 Langley 
36 Sunty 
31 Della 
38 Richmond 
39 YancoINtr 
40 New WlStminster 
41 Bumaby 
42 Mapie Ridge-Pill Meadows 
43 Coquitlam 
44 North YancoINtr 
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APPENDIX E 
Profiles of Organizational Characteristics 
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.cI'Îcvin,: or,an.iu. ways 10 iRlplement .iLIUty and ,eneraDy linle rerpolllibility feellJttle ... d olleD 
tion"/:Nb Ihcm behove ln way' to 10' achlevln~ 0" .... w.lcome ~rtwllty 
achiove lhe o"anlu. lution', '00 10 behave ln ':a,.. to 
lion', ,ools delul o"aolutJOG" 
,oals 
1 
10 
f· Anitu"'CJ 10 .. ·.,.1 F3vo,able, coopera· CoopeuUye, reuon· SubseMeDt attltudea SubservieDt attihlda 
othe. ",cm"':" ur liy. anitu"'e. Ihrou&lo. abl)' royo,able alll· loward ,uperion; Iowa rd aupcrlon 
the OIJ:,aniulion uut tJl~ orG:1niuliun ludCJ loward othen competilion fo, ,t.tus cou plod will> hostlI· 
with n.utu.llnI.t and ln o"anl ... Uon; m.y .esullin, ln bo.tlllty ft y; hostllity \owan:l 
.... nlidenco be aome competJUoo tow. rd peen; conde- poen and eontempt 
between poen wtth tœruioo towvd ",b- fo, JUbonIJnates; db-
.esultln, hosUlity and ordinates tnsst Is wldespread 
tome eondescenslon 
to .... rd aubo,diD.tea 
1 11 
,. S.ti,rortion .Ie· Il,·I.ti,,,,I)' hl&h .. ,tis· Sorne dissoUsfaclioD Diss.ti.l.ctJon 10 Usuany diss.UslaClo 
", ...... I.,cli .. n th,ou,houl la modontcly high moderate .. tl,lactioa lion will> membenhlp 
tl ... o"'nÎLlllon with ..tislaction will> re· wilb reg orel \0 _. ln the orgaoiz.l tIoo, 
rCI:;111110 mcmber· gard 10 membenhlp benhip in the o"an!- with JUpe .... isioo, aod 
ship ill the o'&.ni .... in the o".l>Iz.atioo, ution. supervisioD, witb ODe', 0wD 
tinn. '1If"!'rvision, and supervision, and ODe'S and ooc', OWD .chleye......u 
oue·, own achicvo- 0 ..... achlevemeol& aehieyemenu 
ments 
11 
.1. Ol~rac.:h:r of commu-
nication p,oa:.u 
• . Amou"t oC inter· Ver)' litlle Uttle Quite. bit M ueh wtth botIa 
~ction .nd com· Individuals aDel 
IUUnt,-"atiou :U1n('11 ,rouI" 
at orhie\;n,; or· 13 
j:3ni,.aliou'. objce. 
ti_ 
h. /)" • .-tion of io· L>o",,.wa,d Moslly downward Do ..... andup Down. up, .nd wilb 
runn.tion 80w , pœn 
14 
C. l)f'wn",~l(t corn. 
IntlllK:atiun 
( 1) Whr.re inltl· Initialed .t .0 levels 'attemccl on com· Primarily .1 1"1' or At lop of org.nlu • 
• ted DlwaleaUoa 'rom lop pattenoed 00 CDIII- lion or to bnpiemeat 
but wtth _ InIUa· 
...... \eaU".. froID lop topdlrectl ... 
live at lowe, Jeyels 
1 15 
(2) Ellrnt to f'rovidc minimum of Cives ,ubordinalea Civeslnfonnatioo Sceks 10 ,Ive sub-
which JUpe. information onI,. Inlormalloa needed aDel auwen ordiDales aD rdC\'Ull 
rio .. wlUin,ly IUperio' fcels they ...... t '1uestloas Inform.UoD aDel aD 
s"",e Inromu· neecl Inlormatioo they wut 
lion with ... 1>. 1. 1 1 le nnlin.tCl 
(3) Estent to (:.: ... .-lIy ..... pted. OftCft aeocpted but, Some accepted :nd Vlcwed wtll> ,reat 
.. · .. id. cam· !out Il no!, 0I"'Dly If Dot. ""'y or ma,. 00_ vlewed .. da ruspld_ 
""mlcaltom "nd candidly '1u~ no! be o('<'nly 'lues· tu~rkioa 
.,e u"c':pled •• " .. ,:..1 tioned 
br suLo,d;· 1 11 
nalf"S 
; . 
rllo.lU: or O~çAHnAno".L CIlA ..... cnlUlncs ( COnllnuul) 
O,,_nJUlllcnwJ 
Ile 
""rltJbk 
fi< 
J. UI'""~,,J c:nmmuni. 
alinn 
( J) A.J"I"OCY nr Vcry Jillk Llmilc.J Sorne A ,'<al d.ol 
ul'w",.1 con.-
1 1 ~ la muni(.".finn via J;""o,· 
1:"n; ... 1 Ion 
(2) ~ullOrtlin:1I", None al ail lIelll/vely IittJe, UN· Some 10 mode"le de. 1 Conslde,"ble respoo. 
ful;II!:"I,r. aOy communl.-Ic:s C'''' or responslblilty 
.Ibillly f.1t .nd muœ 
.pons;billly ,." ~Glte,ed~ Informa· 10 Inltille .ecurale InlUaUve; croup 
;nili .. tinJ: .r- Uon and on'y when ul'ward communlCII . communlcol ... 0 
C1fralc 'ul'w""d requesled; .... y ~y. ~ Uon rele".nl Info",,"11oII 
nunmuniQ- the hou 
fin .. 1 10 
(3) l'o, .. es 1.-•• 1. \'i,Iu2I1y no fo,ces 10 Occuiona' rorces 10 M.ny forces 10 dis- Powenu' fo,ces 10 
MIt: tu .("("11 - didort .ncI powc.r u, dislort .Ion, wuh lort; .Iso lorces lor dlstort Worm'Iion 
ule ur ,Ik· forces ln commu· meny rOrcd 10 com· bonesl COInlllunlCIIlloo 
.nd decelve .uperion 
h"I(',' ul'w; ... 1 .. kale aecu,aldy munle.le .ecuralcly 
;nror~tion 
1 1 1 , 20 
(4) Aecu,.cy IIf An . ."uratc Infonnation 1 .... 1 boss Information tha' boss Tend. 10 he 
uf''''';ud l~Mf" wanls 10 hcar Oows; 
... ·anls 10 hcar Oow.; in.ecurale 
I1lllflir"aliu., 01''''' inronn.linn m.y ofhrr inlonnation b 
vi", lifte he limiled or cau· rcslricted .n.J fillercd 
tiously Clven 
1 1 l' 1 21 
(S) Necd r,u "'p- No ncccl ror .ny .up· S'i,hl necd 10' .up- Upward coIIImuDICII' Creai nccd 10 ,upp. 
pl(-mt1II:l'~' l'kmcn~ry 'Y'lem plemenl.ry syslem; lion oltco .uppJe- JOnII upw.rd comma. 
upward ("" ' 1" ,u"CSlioD syslems menlcd by .uggesllou Dicatioa by 'py 1)'" 
muni\:~ti"'l1 may he used .ysl~m .nd .imd., lem, NggCStiOD 1)'1' 
'YSI .... ck"ices le .... IDd .im1lat 
devn 
l: 
e. Sidc"-anl C'Oftunu .. U.uaUy r-r because .... i"y r-' because F.i, 10C-' Cood 10 .. cc11enl 
n"-":t'ion. ;1.$ lM'''' ni cntnl'elilion he· 01 c_petltion be· 
'1U 3<.,· ...... """'cy ""CC" peen. COrTe- Iween pccu 
lponcling hosUlily 
1 1 \ 
1 , 
f. r,!·cholnJ:i"'" Usu.Uy vn)' close F.irJy close Con be moderalely Far 'p.rt 
c1u'C'nt"u ur Jupe .. close Il proper mies 
rion ln .uburcli· are kept 
n,l.., (i .~. , Iriend- 1 1 
linos bcN'C<T\ .... 
pro.';, ."c1 SlIb. 
ordinales) 
(1) 110"" ",c·1I J-:uows alMl undr.r- ICnow •• n.1 under· lia. ",me I<nowJedce Ha. hO know1eclr 
does JUprrior .... nd. ("""lems of .llnds l'rob'''ms or .nd undentandlnc of 01 und.n~ndinc fil 
know.nd Nl>onlinales very weU subordin'Ies 'lulle l'roble .... 01 rubordl. prob'ems 01 Nb«cIl-
ulI.Je .. I>nd weU n.l. DlI .. 
proI>k .... 1 ! 
I • ....! 'O). 'ut.. 
on1ina,,~jl 
(2) 11_ .c·" · Orten ln er_ Olten ln e<TOr ... Modenlely .ccural. U.uaDy «julle .ccv-
raIe arc 110., somepolnts raIe 
pera:plio ••• br 1 
'1 .upcrior< .nd Jubordill.,les 
or cacl ... Ihr.r? 
4. 
O"."'lA'iorwJ 00,,,,,.J,. 
Ch." oct« J inter· 
Iclioll -llinurnlT 
P'N.:c1( 
• . AmoulI' :.n.l d",, · 
1 .. 
c. 
.Irt"'lIrillk,.H'· 
liai. 
Amult,.t"I" ... )' 
t'uti\'c tc.mwon. 
r'('SJ'ut 
E.tent to whieh 
","houlinatcs an 
innuenn: Ihe ",.Ù, 
metl,exls, ond ae-
ti,;ty of tloci, uuill 
a"d ,Irr>rtlllent< 
(1) A, sees, 10)' 
JUI',:.ion 
(2) A'!'CCn hy 
,"1.,,,1iIl:tI~' 
fi , Amou .. t or _ctu,,1 
inllu"'M."t" ",hich 
supcrinu nn ~\rr­
ci\I' over llK" (:11.,,-;, 
:.rh'·it)". anc' 
""II..,.}, 01 Iltei, 
unils and dcl'.ort. 
menti 
•. I::.tent 10 whicl, :III 
cat'di",. slruchue 
e>.i,1s ~loIin~ ODe 
~rt nt or~a"Ï7"'. 
ttull lu eacrt InlI,, -
cner. ur- oiller 
r,rI< 
5. O ... ,.<te, of .kci.i .. n. 
no.lin, l', .... ".. 
• . At .. 'lo.>I Ic-.'CI ioo 
or~aniuliun :'u-
dcci.ioru lo"oo,"y 
m;uif'~ 
h. 11010' adequ.'le ~lOd 
• C'C'\uaie ls the in .. 
I"mution .",,11· 
ahl. '0' dc<:isi"" 
maki .. , al lM ,.Incc 
wltC'~ ".e J('ci.' ;,,,., 
.'c " .. tic? 
I::,\i'n<jve , rtienJly 
itltf"udit .u \\tHI. hil~11 
,Iq.!'c~ uf rnuriJcnce 
.,.,1 'MLd 
Very lult",nti.1 
amount tl"ou,houl 
dK" nr.,: .... i7,Ahon 
1 
None 
None e,ccl't Ih,ough 
··i"runu;,l 0I~:\ni7 .. ,. 
lion .. or vi;J, 1Iuioniu-
lion 
Uclievetl lu bc ."It-
.L,,,ti,1 bUI aclu~lIy 
m • ..Je,~Ie unies. CI -
l'~cily lu elerci<e 
5o("\'Crr IHln.i~luncnt ÎI 
pu-scnt 
1 
Ili,loly elleclive "rue-
lure elists enablinl: 
ele,ci.e or InOuenoc 
in .n directions 
Bul1; ,,' dcci,ions .1 
10p of o"""lzalioD 
Jnform~tion Is ,en-
eroUy inadequale and 
În.1ccurale 
1 
Modc .. tc Int ... ' .- aclion 1 lulr it ; tC'r~ rL o and 
oficil ,,'ill. hir "r wll" onene .l 1 .... ·.l)·1 ...... 11a (ni .nd 
amount nr conIiJ<:·, I,·',UI by cJ.\fnJ'I' 
and tru.t 
." 1 : rC' .'11 and 
'., '" suoordi · 
'"O r.;. 
_. _ .~ JL.~ 
A nloclcnlc .mounl 
VirtwDy none 
Little eacepllhrou,h 
Minlonn:ol o"oni%:>-
tion .. or via unioniu-
lion 
Mexle,"Ie 10 some-
... hol more lhan motI-
enle, especiany 'or 
highcr \evc\. iD or-
caui7Atinn 
Mock"tdy ellective 
structu", 
uisls; inDuence u-
utt<! la'J\ely Iltrou,1r 
"eltieallinc:s 
Policy al top ....... y 
decilion. " 'ill,in pre· 
. acrfbcd 'ramewodt 
made al 10_, lewls 
bul u.u~lIy d",ckecl 
wlth 101' befo,e actioD 
Information" oIlea 
IOfIIOwhal Inldequale 
and. in~ccu ... le 
:-,r:!" l,lIttle 
. ...J. ~_J--.!.-. 
~Iode .. c .mount 
Mock, .. te amounl 
Loth é ,' :~tI)' and vi:. 
unionb.: : 'l"'n (wiK-
Il eau', 
_-1-. 
M",I ·. rotc 1(1 suL. ,""· 
li~I, ' ·r.,aolly lor 
higl .. . levels in or-
,~ni: .lion 
Non~ 
A "tat dul 
Sub'''',",' ·'.all.fl'ount 
.11 · ./." cl ' "Ù ' .. i • 
:" .;-... lin, ', '\ I.ere 
:'1. ) 
....L!.....J... 
-'-1 
Sul"Unliol LuI ohen 
done Intli,rcll)', u, 
f.>' cllmrl~ , by sup". 
rior buikJin& .lIecti". 
inlcraction· in8uence 
systern 
,--'---L---'--~-LI. -...l-~ 
1 
Lirni' ecI (1I~n' 
e.aist! i""l'Icnc~ 
eaert· '! ' " , ~ Ir via 
Yerti: - "' 1' 'C and 
prim. 
Broa , ; .... Ii")· deri • 
SiUN : . 'r . mure 
IpeC '" "h: ~ iODS . , 
10_ t.· 
,- .• , ~tructurt 
~orluOU. nol preHnl 
' . -,-_~ _ J.~ 
[). , " , . " ! , ' . ... . 
c 
, ~c : .: _ .e !~4n>ugh. 
" .. t o"aniut.iOD. Il. 
Ihou~h .. cil inl.· 
''''.d Ih'ou,h link · 
.; p,o=. (>l'ovide.! 
!,y ovc,J.f'pinl: "o"p. 
i .. -L_L-....LI -L-~ 
Rea. 
and . 
lion 
.-1 
. h ' 0, <c ReI.liv.ly rompl.t. 
... : ,1'Da-
.nd .«urale inro""t, • 
. con a"l il.,LI. \..S<'d 
~~I')th n'" :-" ~~u'e-· 
m ,-nh 4 : .. ; dJiclo-nl 
il""" JI În !c:ôT' ,:doaI 
., ::-·f.:ni ,~) · ,j , 1 
Ikt! 
"" 
. \ 
27 
,~ 
29 
3() 
3i 
3: 
1'IIonu. cw OllCANlUnoNAL C ........ cnJUn1CI (Conl/nu", ) 
"e; 'il ;' ; ;j:~nl ... q'",,/ ~ 
. ~ . P"4r"iI'~t. 110. 
c. "0 "·h.tt~",,l Gener.lly quile weU Moderalc1y ... ·.re 01 Awan or sorne, .UD- Olten .re UDiware or 
~.e dn:toHm m.lten ... · .. e or 1'.01 ,Icm .• ' problcms • '"'AnI or bIhen only pert.ia.Dy .w .... 
,wOn' oI .l""b. 
km<.lro,liFuL"1r 
1 1 3S 
11o",,"Il )n;'+.r 
Jcvd. it!~t.c o.,,,,,. 
i,.,I,,",? ~ 
. .. ..... 
J . Ellrut \0 whïch U<c<1 o"ly il 1""-'leS....! M uch 01 wloal Is ovail· Mueh or whal .. Mosi or wh.I " .v.a. 
Irrl",'...,.,1 oml"n-- 31 lti!:I,~, kvrl. .hIc 'In hi,.hcr .nd .vailobl. In hl,hU, .ble ~nywhen wlth.Ia 
les,i .. ".1 It"owlcd,e miJdk levels Is uJOd lIIiJdle, and Iower Ihe o.&.nizaUon Il 
/s u..,.) in decisloo 1e .... lslsused used 
OI,linl: 1 38 
". 
Arr drcislon. made 
.1 III<' bcst Icycl 
in lite or,.nlution 
:t!tbras 
( 1) A\·.iloùilily O'·c.lol'l'in(; ,.-ours Some lendency fOI Decisions orten INde Decisions wuaUy 
or the: mOlI an.1 S,ouI' d~eision declsions 10 he made .t leyels .ppredably made at levels .p-
adcilu.I(~,," r'ncc .. ", tend ID ., hishc, level. lhan highe:, th.n Ievet. p,edably hl,he, thaa 
accurale ln· rush dccisions ID wkre DIO.I Idequlte wbue mOlI adéqu.le levels wooe lDDIt 
• 1 . ... , 
roi ni whcre inrorma. .nd ."""nle Inlorme· and ."""nle '"~ . Idequ.le Ind accu. rorm.lino. •. 
hC:UÎllh on tiOIl is mo.I adequale lion e.oists formation cwts raIe inlormolioo 
II._ dcciJion _ .. 0' 10 pau lhe: relevant esists 
Inrorm.lion 10 the 
dcci.iuII.n .. ,lin!: poinl 
1 37 
... .. 
(2) n", nlOth'~' Su\'.t."lial contribu. Sorne conlribution br Decision maki n, IHcision maklD, 
tio ... t ('O,;~- lion by decision·rualt. dëc:ision malt in, ID ax>triLuies relatively eontribules litlle or 
'1UCIK"CS (i.ro. inJ: pr ....... .,. 10 me>- moUvaiion ID impie. Iittk motiv.lion nolhine 10 the __ 
due. Il,,, 9'" b"alion 10 iml'lemeol menl tivaUon 10 Implanaal 
cislnn·mol in, the decision, uruaDr 
l'fUttSJ 1,,·11' yields .dvelJe __ • 
tn c.,("~lc ,1 ... UvaUoc 
nettS""'); IIHt- 3B 
Uv.lions in 
Il .... ,, 1"'''(1''' 
... ·1 ... have 10 
"'ry nul lloe 
.lccisi"n? ) 
f· To .. ·hal e.olenl NOl al aD Nevcr iayn/veel ln U ... aUy &ft con· Aze lnyolyed fuIIy ID 
.rc ~ubonJinak, ckdsions; occasloft. .wIed bul ordinarily .U deeisions selat.ed 
lnvolvcd ln deci. aDy_hed DOt ln""lveeI ID the to thei, wod: 
siuns ,claled lu decùion malcio, 
Il,,,ir wod.? 38 
,. Is d'~'isio" ,n.ld", Man·lo-man only. Man·lo-man .Imost Both m.n·lo·man La"ely baled oc 
bucd on man·lo- discoura,es tca.mwod: entirely, discoun,eI and croup, parUdy pup pallem, ... 
m." or ,",ur rai. leam ... od: encoura,.,. tumwod: coun,es teamwod. 
I"n. 01 orc,aUOI'? 1 40 
Does il encourac. 
0' discou,.,t 
leamwod.? 
(; ( :I.. .. . lt 1" Clr ':'11.31 
kUIIIJ!U,tllall'nuJ.: 
• . M.:uuw·, i .... ,hkll 1',\1'1,( III nnC'," Cuh UC' ICI or 0 • .1<" l'lu....! , 0[>" 0 • .1 ... b.ucd 
u\ual1)' .Iune ~' · lIdc' . -.=tl.ll, ;"r nnJ('n '.,,,cd .(lr, !",rtunlty 10 c<>mmcnl 
'l\tlAII)' ("',I:\I ,II\I .. 't1 .11'C\L"'tln wltl. lUI.· m.y or rn.y nol e.dlt 
Il)' 11 .... 11 .. or ~,.,III' ol,lln~lc-_, of prolJlenu 
1\.1111(11 1:1I 'm. .ntl rbnn....! .ctlon 
1 1 1 1 1-1 .1 
il. To ... 1,,1 e.l.nl du IIi!!" s",1< .... u~"1 by lIij:h J:ooh ",u!:"1 by lIi,h "0'" lOu!;hl by IIISh Coals r'e<.ed 
110 • .Iinr •• nl Io'e, - .lIlrvel., ",II, ~,,..e, l,iS"'" kvels bul ",ith lop .nd oh.n re- I.y lop, C ...... Uy ,e-
Md,;..,I"',·.,", Ientl lev.·u lomrtirnM f'I("'C1;\tou,,1 Je.\ldance .hlcd mOO".ldy by ",trd by IUho,dl_ 
'If Ilth',· fnr hi,:" prr~,inJ:, for hi~I,('r br Iowe, kve/s .uhordinale> ,.ale, 
llC"rfon .. . lIIl'C' J:ui'll~? J:u;ll, Ih., .. fur kvcb 
I---L..-..l ~ 42 
c. A.r Il .. ,e rorre< 10 \",,1. ur "'·rrtly.C'- ("oOal< arc overtly Co.is are overtly .C'- Cool< ar. rully Ic-
;anqtt, fc~i~l. nr U ' I ,1 ('1,1 lu,' arc cuy· .CC'CpI....! huI ohen ttpled bul Il Umcs <'Cf'lcd bolh overtly 
'cjCd .:",,1,7 c,lly re,i,l....! Sl,onsly c<>vertly ,esi,l....! 10 Il wilh seme covert ,e- Inti covortly , 
le .. , • mooe .. lc de- ,l<ùnce 
g-
1 1 .3 
7. a..,a'1e, al colliroi 
,.,.,. ........ 
r'im'rily 0' "'Sdy rrim.rily lllhe lop • . Al " ,l,al ltirure1 •• A 1 lire "e')' lur only Concem ror per_ 
ical Ievch ,n or- .llhe top bul some ,hued rormlne. al conl",1 
J:~niz.,lilln don 'eelinJ: 0' ~nsibd- 'unclions li"ely ID be 
",:.jo' cu l,"nury Ily reh Il ml die rch Ih,ouShout or-
('.,UN· '" ,.'al't ",UIt . Ind 10 liesse, e.tlenl !:.n'ullOCI 
t.".:;e •• 1 tu 'he' It("'· .1 low., Ievels 
,,,",,~ .... ., al lire 
nNdrollundinn? ~ .. 
b. lIun" aCC'nr~lr ;u(" Shons prc'~IJfcs Co Som. p'c<Sure ID F.irly slrong ro,ceo Very slrong 'o,ces 
the mcasurcmcnls ob~:aiJ, Cllmr1C'tC' lod p.ol.ct scU .nd col- e .... 1 10 dislort .Dd e.i.1 10 dillort .nd 
and infnnn.-tioli aCCUr.1t,. inrorm~'ion lcagues .nd h~ncoe lalsify; hen .. me .. - falsify ; as 1 ~ 
u""lln !:"iclc """ tn ~uidc 0"'"" k"~vlor some pres.sures 10 dis- uremenls .nd ln- quence, aI.asure-
l''',rnnn Il ... CrIn- awlllC"ll:annr (\, nwn lort; inrormltion il 'ormalion .re oflCII menlJ and inrorma-
tIol 'und ion, Ind and ,rial....! .. ork only mode .. tely com- incomplele .nd in- Uon Ire wualJy ID-
10,.,b.1 r.lrnl du j:,our' , I>C'OC'C iD- plcle .nd conlairu acauale comp~le Ibd oIleD 
' ..... res c,i"i. in ll~ fonn:atioll .and n.cas· lame inaC"CwlCÎcs inaC'C\lralc 
o'~:tnÏ74,t i"Ia to di~ . u,cmrnls tend 10 bc 
lor1 and ""iry Il,i. rnmrlelQ..",1 .ccu-
inJOfm.,hnn? ,;ale 
CS 
c_ Edent '0 ""hich lIij!loly,,"ne .. nt"l....! Rd.livcly hi):loly con- Mnderale down"'lrd neview Ind albttol 
Il ... ",vi ..... nd in 'or nu I\:IGen'cnl cenlralccl, will, _ de~g.lion 01 leview don~ .1 aD 1e .. 1s wlllI 
<:on11"01 runctions de~I:.led conltol ID Ind conl",1 processes; Iower IIIIlts Il limes 
a,,' c ...... ·.·nlr"h..,) mi,lJk .nd lower Iowe, •• weil as imposinc lDO'e viJ:or-
Ievels h1S"'" Je...,1s perf ...... out ,eVÎeWI IDd 
Il..,.. tnu UJ:hl~r conllols thu 
top manaee"""'l 
46 
J Ezlrlll 10 which In'nrm.lo'S:l11i7JIIioa Inform.1 o",aniuüob Inrormal OfC.nlzatioD Infonnal and 'ormù 
tltf',r L' ~n i .. ronH:t1 l'rc.<enl .nd 0r!",'in, u.uall)· p,esenl a .. d m~y bc p,esenl and organi.ution are one 
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'~AIILE OF OJlGA NI7. .~TIOSAL ASD PEIIFOIIMANCE CIIAIIACTE RISTICS OF DIFFEIIENT MASAGEMEST SYSTEMS 
()r~lllli:Jlt iOllal 
\:ariah/e 
1. Laadu~hip pro~sses 
2. 
3. 
uscd 
Extent to whiC'h sure-
riors have confidence 
and trust in suhordi-
nates 
Extent to which supe-
riors behave so that 
subordinates fecl free 
to disC'uss important 
things about their jobs 
with their immediate 
supcrior 
Extent to which im-
mcdiate superior in 
solving job problems 
generally tries to get 
subordinates' ideas 
and opinions and malce 
constructive use of 
th cm 
Ch~acter qf mo-'iv~-
tional forces 
'M~nn('r in whieh mo-
tives are used 
Amount of responsi-
biLty felt by each 
member of organiza-
tion for achie\'ing 
organization's goals 
Character of communi-
cation process 
Amount oC interaction 
and communication 
aimed at achieving 
organization's objec-
System J 
Have no confidence 
and trust in subordi-
nates 
Subordinates do not 
feel at ail free to dis-
cuss things about the 
job with their superior 
Seldom gets ideas and 
opinions of subordi-
nates in solving job 
problems 
Fear, threats, punish-
ment, and occasional 
rewards 
High 1t'\'Cls of manage-
ment Ceel responsibility; 
lower levels feelless ; 
rank and file feellittle 
and often welcome 
opportunity to behave 
in ways to defeat or-
ganization's goals 
Very little 
System 2 System 3 System 4 
-----------------------------------------
1 
1 
Have condescending 
confidence and trust, 
su ch as master has to 
servant 
Subordinates do not 
feel very free to discuss 
things about the job 
with their superior 
Sometimes gets ideas 
and opinions of sub-
ordinates in solving 
job problems 
Rewards and sorne 
actual or potential 
punishment 
Managerial personnel 
usually feel responsibil-
ity; rank and file usu-
ally feel relatively )jttle 
responsibility 
for achieving organiza-
tion's goals 
Little 
Substantial but not 
complete confidence 
and trust ; still wishes 
to k~p control of deci-
sions 
Subordinates feel rather 
free to discuss things 
about the job with 
their superior 
Usually gets ideas and 
opinions and usually 
tries to make construc-
tive use of them 
Rewards, occasional 
punishment, and sorne 
involvement 
Substantial proportion 
of personnel, especially 
at high levels. feel re-
sponsibility and gen-
erally behave in ways 
to achieve the organiza-
tion's goals 
Quite a bit 
Complete confidence 
and trust in ail matters 
Subordinates feel com-
pletely free to discuss 
things about the job 
with their superior 
Always gets ideas and 
opinions and always 
tries to make construc-
tive use of them 
Economie rewards 
based on compensation 
system dcveloped 
through participation; 
group participation 
and involvement in 
setting goals, improv-
ing methods, apprais-
ing progress toward 
goals, etc. 
1 
Personnel at alllevels 
feel real responsibility 
for organization's goals 
and behave in ways to 
implement them 
Much with both indi-
viduals and groups 
4. 
5. 
TAilLE OF ORGANIZATIONAL AND PERFORMA NCE CUARA CTERISTICS OF DIFFERENT ~rANAGEMENT SYST EMS 
o rgani::at inual 
GarialJle 
Direction of infonna-
tion flow 
Extent to which down-
ward communications 
are accepted by sub-
ordinates 
Accuracy of upward 
communication via 
line 
Psychological c10seness 
of superiors to subordi-
nates (i.e., how well 
does superior know 
and understand prob-
lems faced by sub-
ord ina tes? ) 
Character of interaction-
inBuence process 
Amount and charac-
ter of interaction 
Amount of cooperative 
teamwork present 
Character of decision-
making process 
At what level in 
organization are deci-
sions fonnalIy made? 
To what extent are 
decision makers aware 
of problems, particu-
1 .. " ·1 ,, t'h ,, ~p "l t l""'PT 
System 1 
Downward 
Viewed with great 
suspicion 
Tends to be inaccurate 
Has no knowledge or 
understanding of prob-
lems of subordinates 
Little interaction and 
al ways with fear and 
distrust 
None 
Bulk of decisions at 
top of organization 
Often are unaware or 
only partialIy aware 
System 2 
Mostly downward 
May or may not be 
viewed with suspicion 
Infonnation that boss 
wants to hear flows; 
other infonnation is re-
stricted and filtered 
Has sorne knowledge 
and understanding of 
problems of subordi-
nates 
Little intera::tion and 
usually with sorne con-
descension by supe-
riors; fear and caution 
by subordinates 
1 
Relatively little 
Policy at top, many 
decisions within pre-
scribed framework made 
at lower levels 
Aware of sorne, un-
aware of others 
System 3 
Down and up 
Often accepted but at 
times viewed with sus-
picion; may or may not 
be openly questioned 
Infonnation that boss 
wants to hear flows ; 
other infonnation may 
be limited or cautiously 
given 
Knows and understands 
problems of subordi-
nates quite weII 
Mo-Ierate interaction, 
often with fair amount 
of confidence and trust 
A moderate amount 
Broad policy and 
general decisions at 
top, more specifie deci-
sions at lower levels 
Moderately aware of 
problems 
1 1 
System 4 
Down, up, and with 
peers 
GeneralIy accepted, 
but if not, openly and 
candidly qucstioned 
Accurate 
Knows and understands 
problems of subordi-
nates very weIl 
Extensive, friendly in-
teraction with high 
degree of confidence 
and trust 
Very substantial 
amount throughout 
the organization 
1 
Decision making widely 
done throughout or-
ganization, although 
well integrated through 
linking process pro-
vided by overlapping 
groups 
GeneralIy quite well 
aware of problems 
1 
6. 
7. 
TAHLE OF ORGANIZA'Jl0SAL A!Io'D PERFORMANCE CHARACTERISnCS OF DIFFERENT MANAGEMENT SYSTEMS 
Organi::ational 
variable 
Exlcm 10 which leeh-
nieal and profession al 
knowlC'dge is uscd in 
decision making 
To what extent are 
subordinates involved 
in decisions related to 
their work? 
Are decisions made at 
the best level in the 
organization 50 far as 
the motivational con-
sequences (Le., does 
the dccision-making 
process hc1p to crcate 
the necessary motiva-
tions in those persons 
who have to carry out 
the decisions?) 
Charaeter of goal setting 
or ordering 
Manner in whieh usu-
ally done 
Are there forces ta ae-
cept, resist, or reject 
goals? 
Charaeter of control 
processes 
Extent to whieh the 
review and control 
funetions are con-
centrated 
S!lstem 1 
Used only if possessed 
at higher levels 
Not at aIl 
Decision making con-
tributes little or nothing 
to the motivation to 
implemcnt the decision, 
usually yields adverse 
motivation 
Orders issued 
Goals are overtly ae-
cepted but are covertly 
resisted strongly 
Highly concentrated in 
top management 
1 
Sy.f! enl 2 
Much of what is avail-
able in hi~hl'r and 
middle le~els is used 
Never involvcd in deci-
sions: oecasionally con-
sulted 
Decision making con-
tributes relatively little 
motivation 
Orders issued, opportu-
nity to comment may 
or may not exist 
Goals are overtly ae-
cepted but often cov-
ertly resisted to at 
least a moderate degree 
1 1 1 
Relatively highly con-
centrated, with sorne 
delegated control to 
middle and lower levels 
System 3 
Mueh of what is avail-
ahle in hi~h('f , middle, 
and 10we;levels is used 
Usuallv are coosulted 
but ordinarily not in-
volved in the decision 
making 
1 
Sorne contribution by 
dceision making to mo-
tivation to implement 
Goals are set or orders 
issued aEter discussion 
with subordinate{ s) of 
problems and planned 
action 
Goals are overtly ae-
cepted but at times 
with sorne eovert resist-
ance 
Moderate downward 
delegation of review 
and control processes; 
lower as weIl as higher 
levels feel responsible 
S!lstem4 
Most of what is IlVail-
able anywhere within 
the organization is 
used 
Are involved fully in 
all decisions related to 
their work 
Substantial contribu-
tion by decision-mak-
ing processes to motiva-
tion to implement 
Except in emergencies, 
goals are usually estab-
lished by means of 
group participation 
Goals are fully ae-
cepted both overtly and 
covertly 
Quite widespread re-
sponsibility for review 
and control, with lower 
units at times impos-
ing more rigorous Te-
views and tighter con-
trois than top manage-
ment 
TABLE OF ORCANIZATIONAL AND PERFORMANCE CHAJ\ACTEIUSTICS OF DIFFERENT MANACEMENT SYSTEMS 
Organizotlonal 
ooria1l1e System 1 System 2 Sy.dcm :1 System 4 
--------_._._ -- - ---------------------
Exlent to which there 
is an infonnal o~anl­
zalion pre~nt and 
supportin~ or oppo~lng 
f,:oals of formaI 
org:m izat ion 
Extent to whieh con-
trol data (e_g_, ac-
counting, productivity, 
l'ost, etc.) are used for 
self-guidance or group 
problem solving by 
managers and non-
sllpcrvisory employees; 
or used by superiors 
in a punitive, policlng 
manner 
Infonnal organization 
present and opposing 
goals of fonnal organl-
zation 
Infonnal organization 
usually present and 
partially resisting goal~ 
Infonnal organization 
may he present and 
may cither Sllpport or 
partially resist goals of 
Eonnal organizntion 
Infonnal and fonnal 
orf,:ani7.ation are one 
and Ihe ~ame ; henee 
ail social forces ~lIpport 
e/Torts to aehieve or-
ganization's goals 
1 
Used for policlng and Used for policing Largely used for polic- Used Eor self-guidance 
ln punitive manner (:oupled with reward ing with emphasis usu- and Eor coordinated 
and punishment, some- ally on reward but problem solving and 
limes punitivcly; used with sorne punishment; guidance; not used 
somewhat for ~uidance used for guidance in punitively 
but in accord with ac(:ord with orders; 
orders sorne use also for self-
guidance 
1 1 
·1.z-5 
APPENDIX G 
Surygy Instrument 
QUESTIONNAIRE 
(Please put a check mark to answer number one) 
1. Respondent: Principal ______ Teacher ____ _ Sex: Hale ____ _ 
Pemale __ _ 
Degree: Bachelor H.A. Ph. 0. ____ _ 
2. Age: Years of experience in present position ____ __ 
QUESTIONS: 
Part A. Please circle one out of the four possible answers. 
1. Oc:Ilfj"..,.... am. 
tmst Prt1'lC1pü N:ne ~ S\lbstantial O:ITplete 
bu iD 8Cb::ol. 
staff. 
2. SCbJol staff 
feel. f%ae to talk N:>t at aU NJt rruch Eh:uJh O:ITpletely 
to Prtm1iBl free 
abc::Œ tba1r 1Iltk. 
3. Prtm:1pù. aska 
far adxn1.. 
staff' s 1dau arXl Farely Saœtirœs Usually Al~ 
usas thaD if thsy 
are~. 
4. Prt~ usas 
pted::mtM1.t ]y 1, 2, 3, 4, a little 3 4, a litt le 3 AcroIdirg to 1 (fear), 
saœtirœs 4 
2 (1IIjI'VIOIii1l) , arrl 5 g:raJp's 
3 (pmj pl il. ft 
cbje::ti ves 
4 (:r:aard), 
5 (m::d..va.t.1œ.. 
5. lIiMal. ~ 
CIl8 feals Particularly Tep; general SUl::stantial Ali leve1.s 
respndh111 ty withtcp staff: little prcp::>rticn of 
far ac.biev1Dg officials p?rSCI1rlel 
8àx:Io1. 1 Il gcels 
l1a. 
6. Jmamt of 
1.JJI:atact1a1 aD:l 
o 'i1i'mj catial Very little Little Q-rite a bit A lot 
a.1mad at 
ac.biev1Dg 
scDx>lls 
à:>ject1:". . 
7:: PœsiU'a of. an 
jnfoma1 ~ MJstly D:wl arrl up D::w1, up, arrl 
~jzatial d::w"wm:i with~ 
q:p"!fdrv 8àx:Io1. 1 Il 
gcels. 
8. Ext8lt te 
'tIb1dh View:rl with Pe.I:haps wi th cautiOlSly With an cp:n 
CXIIIIIm1 catj œs great SllSplClcn rnirrl 
am~D.l suspicicn 
ldIool staft. 
9:: 1tO::UIaC.'y of 
~cxmnmjœ.- Often Censore::l fran Limita:l Aca.rra.te 
t1œ in acD:xù.. :i.naccurate tep acYllrac\ 
10. ~aDd. 
lllDaz:StJ!Dd1 rv of 
prci)lana faoad D.l Very little A little VÈll ~ Very~l 
staff. 
ll. lsvti 1Ibma B..ùk of Eblicies at Brœrl PJlicy AlI levels: 
dad s1aJs 8%8 d9cisicns at tep: a little at tep: rrore ga:rl 
fCVJ!!8"Y llIIda in tep of del9JO.ticn del9JO.ticn integ:raticn 
sc:mal.. "zaticn 
12. BxtCJt of Use:i cnly if Use:i cnly if M.lch of v.bat M:l6t of v.bat 
tArim'œl cd p::ssesse:i at p::ssesse:i at is available is available 
profMi'ma' highe.r levels highe.r arrl in ail levels in aH levels 
~usadin mid:lle levels 
dacls1al-aa1d..ng • 
13 • BX.taIt of 
staff 1. 1Dvol~ N:>t at aH o::casicnally Usually O:npletely 
DIIlt in dacls1ala ocnsu1te:l ocnsu1te:l involve:l involve:l 
ra' atAd te tha1.r 
1«lIk. 
14. Eftects of N:>thinJ; it N:>t ITUCh A œ.rtain suœtantial 
dac1s1œ-tœJd.Dg oftE!1 ~E!1S ccntrih.Iticn ccntrih.Iticn 
cm DDt.1vat.1al. it 
15. MN'M-r in Staff has a Orders 'Ihra.gh g:ro.Jp issue:l: staff 
1Ib1à1 ~ Orders issue:l œ.rtain bas little p:rrticip:tticn 
...et:1:qJ .1.v ccnt.rib.lticn ccntrih.Iticn 
1 11atllll' h c:kna. 
16. P.tatI'WlOa of 
.,] ct œa1.st:aDca St:J::crg M::x:Èrate Certain Little or n:> 
te aàxIol. 1 • resistance resist.ance resistance resistance 
c:bject1V88. 
17. O:D:w·trat'œ Highly Relatively M::x:Èrate D:ne at all 
of~cd o::nca1.trate:l o::nca1.trate:l del9JO.ticn at levels 
cxmt:3::ol. at tep at tep l:ottan 
~. 
18. P.tasDJ8 of N::>; sarre 
an 1nfcmœl. abje:tives as 
CŒVU" zat:2 co Yes Usually Saœtirres sch:X>l's 
q:poa:2TV lICb::cl. 1 s 
~. 
B. Should the present style of leadership in your school 
change with the full implementation of the document I:IAR 
~? If your anawear ia yea, pleaae indicate the area or 
areas of supervisory practice in which you think changes 
should occur. 
* Thank you for taking the t~e. Please return the completed 
questionnaire in the encloaed self-addresaed stamped envelope 
on or before March 1, 1992. Your cooperation is highly 
appreciated. 
APPENDIX H 
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Clarita M. Helbiq 
1686 Hillview Avè . 
Victoria, B.C. V8N 2N4 
October 9, 1991 
The Superintendent 
District # 
Dear Mr./Ms. ______ _ 
l am a graduate student at the Université du Québec à 
Trois-Rivières, and l arrl presently doing a research on 
school leadership ln the elementary schools ln British 
Columbia. 
l would like to ask for permISSIon to do a survey on sorne 
of the schools in your district: it would be on Principals 
present style of leadership. The survey instrument to be 
used is a questionnaire, to be mailed directly to the 
school. 
Your cooperation is one of the determining factors ln the 
success of my endeavor. Thank you very much for your 
cooperation. 
Sincerely yours, 
Clarita M. Helbig 
APPENDIX l 
Superintendents' Letters 
of Permission 
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WEST VANCOUVER 
SCHOOl DISTRICT #45 
Ms. Clarita Matoto 
1686 Hillview Avenue 
Victoria, B.e. V8N 2N4 
Dear Ms. Matoto: 
October 21 st, 1991 
Thank you for your letter of October 9th regarding the possibility of in:luding our schcol 
district in your research project on schoolleadership in elementary schools in B.e. 
Enclosed is a copy of the policy on "Research Requests Involving Schools and Students" 
which 1 ask you to review with an eye to tailoring your proposaI to me et the 
administrative regulations contained. 
1 look forward to your reply. Please direct any further questions to my attention. 
~-Ll 
melo.u." 
Yours very truly, 
2~ ~6~~ 
Robert M. Overgaard 
Assistant Superintendent 
(Programs and Services) 
1 075 21 st Street, West Vancouver, B.C. V7V 4A9 Telephone: (604) 922 9151 Fax: (604) 925 3467 
e ... r i:: 
&i BURNABY 
,'t! SC HOOL DI ST RI C T 41 
1991-10-28 
Clarita Matoto 
1686 Hillview Ave. 
Victoria, B.C. 
V8N 2N4 
Dear Ms. Matoto: 
In response to your letter of Dctober 9, 1991 in which you seek pennission to conduct 
a research study on educational leadership, l am endosing an application form on 
which you can describe your research in greater detail. Upon receipt of the completed 
application, your proposal will be reviewed and decision made regarding our 
participation in this particular study. 
Blake Ford, 
Director of Instruction 
BGF/jk 
End. 
:' ~ 2:, h. iI1 .. ..t H.I ~trl..~ l·: 
Hurn.l: ' \ Hrith ll l '" lumhl.1 
l .11 1.1\ !. ' \, .", 1 ~ 1 \\ = 
· hl!...l t ~q\j l '{"ll l 
t .\ \ ' 1'11-+ \ ~ q .. L;-.. :, q .-;, 
PROPOSAL FOR RESEARCH 
IN THE 
BURNABY SCHOOL SYSTEM 
NAME ____________________________________ ___ 
ADDRESS 
TELEPHONE 
DATE 
UNIVERSITY DEPARTMENT ______________ __ 
POSITION/RANK ____________________ __ DEGREE SOUGHT 
FACULTY ADVISOR __________________________________ ___ 
TITLE OF STUDY __________________________________________________ __ 
PROPOSED STARTING DATE OF STUDY 
PROPOSED . DURATION OF_ STUDY_=._= __ ~~ ________________________________ __ 
1. PURPOSE OF STUDY 
II. RESEARCH HYPOTHESES 
cont·d .••. 
ProposaI for Research 
in the Burnaby School 
System - continued 
IV. SELECTED BIBLIOGRAPHY 
- 3 -
V. ATTACH COPIES OF QUESTIONNAIRES TO BE USED 
GUIDELINES FOR CONDUCTING RESEARCB STUDIES 
IN BURNABY SCHOOLS 
1. Research requests will be accepted from Burnaby teachers and 
administrators, university graduate students, facul ty members, 
and professional educational associations. Only under 
exceptional circurnstances, will research proposaIs from other 
persons be considered (e.g., undergraduate students). 
2. Proposed research projects by graduate students must be 
endorsed by a member of the full-time academic staff (usually 
the thesis supervisor). 
3. Requests to conduct research studies must be submitted on a 
research applicatiorl Iorm. Forros may be obt.aincd from the 
Chairman, Research Cornrnittee, School District No. 41 
(Burnaby), 5325 Kincaid street, Burnaby, B.C. V5G 1W2 
4. One copy of the completed application form should be returned 
to the Chairman. Copies of questionnaires, inventories or 
tests to be used 1n the study must be attached to the 
application form. 
5. In evaluating study proposaIs, consideration will be given to 
such matters as the purpose and value of the study, the amount 
of time required of students and/or staff, the effect on 
public relations, and the imEact on ~ducational programs. The 
cornrnittee will not approve studies which: a) exam1ne 
contentious or personal topics that may be considered by 
students or parents to be an invasion of privacy, or b) make 
unreasonable demands of time upon the participating students, 
teachers and principals. 
6. Approval of a proposaI by the research committee does not 
obligate schools or individuals to participate in the study. 
Participation by students, teachers and administrators is 
voluntary. 
7. The administration of tests, inventories or questionnaires 
should not be made to students without written consent of 
parents. In addition, tape-recordings, pictures, films and 
video tape-recordings of students should not be made without 
written consent of parents 
8. The anonymity of students and teachers who cooperate 1n 
research studies must be maintained. 
9. AlI researchers will be expected to provide the District with 
a summary of research results. 
E. PROGRAMMES AND INSTRUCTION 
5. DISTRICT ASSESSMENT 
1. Research ~ Other rrojects in the Schools 
Guidelines: 
a. The Principal Researcher or Project Director will present 
a detailed proposaI of the study/project to the Superintend~lt 
for approval. 
b. The Principal of each s~hool contacted must give app:ov~l 
to the project. 
c. Teachers in the project school must be suP?ortive of the 
project anù ag=ee to participate. 
d. The Principal and staffs involved i~ sp2cific projects are 
aware of the amount of students' and teachers' time ~eq~ired to 
complete the project and consider it appropriate. 
e. Parents a~e informed of the nature of the study and have an 
opportunity to respond. 
f. Parental approval, tilrough a signed release, m~st be obtained 
before any chtld may participate. 
g. AlI children, tPachers, classes and ~chcol~ involved in a 
research study project are assured of anonymity during the study 
and in the published data and the interpretation of the data. 
h. A copy of the re~ults of the completed study or a rep~rt 0f 
a project is presented to the District. 
Board Approval: 82-6-22 E.S(l) Guidelines 
Office of the 
Superintendent of Schools 
November 20, 1991 
Ms Clarita Ma ta ta 
1685 Hillview Avenue 
Victoria, BC 
V8N 2N4 
Dear Ms Matoto, 
BOARD OF SCHOOl TRUSTEES 
SCHOOl DISTRler 75 (MISSION) 
33046 Fourth Avenue 
Mission 
British Columbia 
V2V 1S5 
Phone: 826-6286 
With regard ta your request ta conduct a survey of leadership styles of elementary principals 
within our school district, would you kindly provide the following information: 
• length of survey 
• ail, or just some of the elementary schools 
• when would this be conducted 
• type of research (a sample of the survey questionnaire would be appropria te) 
We require this additional detail before our Superintendent can make an informed decision on 
your request. 
Yours very truly, 
Sharon King 
Executive Secretary 
/spk 
~ • ..J. , 
E. PROGRA}~S AND INSTRUCTION 
5. DISTRICT ASSESSME~T 
1. Research & Other Projects in the Schnols 
The Eoard recognizes the role of v.:llid research anJ other projects 
in the development of educational theories and praetiees and acknowledges the 
need of researchers to work within the schools. 
Before Research and other projects ace considered for approval by 
t~e Board they must b~ sF~ns~reè and supervised by a reeognlzed post secon1ary 
educational institution or a recognized Research lnsritute. or '"USt be a 
component of approved researc~ by district personnel. 
Res:ëareh projects must ha',Te the su!"'!"ort: of the Human Ethies CotlUT'ittees: 
or of committees with similar responsibilities of the respective institutions. 
\.------__ s.D. 40 (XEW WEST~IINSTER) ___ -/ 
.. 
Board Apprnval: 82-6-22 E.5 (1) 
o 
F 
F , 
C 
1. 
Scheel District # 9 (Castlegar ) 
Treis-Rivi~res and presently deing a research en schoel 
leadership in the elementary schools ln British Columbia. 
l would like to ask for a permISSIon to do ~ survey en 
sorne of the schoele , r: ~ ,. - , , "... ,~_1. _~, :~ ~, _ _ '" ...  ~ ,'_~, i-,_ • .J.j ~'-;UJ.· i;..;.' 1_ 
The , , St:Z-"l8 ,-.-. ~ '--r.i... present 
il18 t r'1..unen t 18 
, , 
a questIonnaIre to be ., -; rn :~i.lleCt , L~8ea 
directly to the school. 
the 8tl ':~C~888 "r~_ 'r· ... ,r ï-'"ll } :,~_, h_ +J..'- :,-_", :J::- "rf' ,-, " "'-. ,..... .. ........io.! :i \_ .. :_".. .... " enaeo.\r·8·r' ... c·t m~{ 
c~ c:,c:· i=:·e r'Q t i ~:· 11 ... 
- ' " !:j~ncerely ... _ .. _-:1 ,_: '-' ~ ~ . .' 
OF tHE SÜPERÙ~TENDENT ~ 
s 
C 
H 
o 
o 
t. 
JJ 
~,,~HOOL DlSTkiC r #9 S 
(o~) 
School District No.45 (West Vancouver) 
ADMINISTRATIVE REGULATIONS AND PROCEDURES 
POLICY #1060 RESEARCH REQUESTS 
INVOL VING SCHOOLS & STUDENTS ReviewedlReviled: September 1991 
Policy 
Ail research requests involving schools must be reviewed by the Superintendent of Schools, or 
his/her designate, to ensure the validity of the instrument and its appropriateness for circulation 
to teachers, students or parents in the district. With the exception of research or questionnaires 
mandated by the Board of School Trustees or the Ministry of Education, participation will be 
treated as voluntary. 
ADMINISTRATIVE REGULATIONS & PROCEDURES 
1. Research proposais involving the use of district schools or district personnel will he considered 
only insofar as they are directed toward the Assistant Superintendent (Programs and Services) 
and meet the following requirements or purpose, benefits, procedures, and sponsorship: 
(a) Since the primary function of the school is the knowledge, skill, and attitudinaI development 
of students, the school district must he convinced of a reasonable association hetween the results 
of the research and the improvement of the school's perfonnance of its function. 
(b) The school district must he convinced that the conduct and instrumentation of the research 
would cause minimum disruption to the school program and would nothe detrimental to 
relationships with the community. 
(c) The research proposaI must he under the sponsorship and guidance of a school districtai,a 
~t-graduate department of a iiiiiversity, or a recognized research institution. 
(d) The school district must he assured that, in the conduct of the research all reasonable steps 
will he taken to ensure that subjects are infonned in advance of all aspects of the research that 
hear directly on them includin!;: 
(i) processes they are to follow 
(ii) any data that will he collected from them, and 
(iii) the degree of the comminnent that is heing asked of them as a consequence of 
their participation. 
(e) ConfidentiaIity must he guaranteed. 
2. The Superintendent of Schools will bring to the Board any questionnaire which, in his/her 
opinion, the Board should he advised of or where sorne doubt may arise to its purpose. 
School District No.45 (West Vancouver) 
POLICY 
POLICY #1060 RESEARCH REQUESTS MOTION #703 DATED: Sept. 9, 1991 
INVOL VING SCHOOLS & STUDENTS 
Ratjopale 
The District frequently receives requests to administer or circulate questionnaires to staff, students or 
parents. These requests are received from a variety of extemal sources. Among them are the Ministry 
of Education, other ministries, post-secondary institutions, graduate students and special interest 
organizations or agencies. 
The purpose of this policy is to ensure that appropriate and consistent guidelines are in place for the 
administration of questionnaires and other instruments of research through schools in the district. 
PoIjey 
Ali research requests involving schools must be reviewed by the Superintendent of Schools, or 
his/her designate, to ensure the validity of the instrument and its appropriateness for circulation 
to teachers, students or parents in the district. With the exception of research or questionnaires 
mandated by the Board of School Trustees or the Ministry of Education, participation will be 
treated as voluntary. 
S =C=h=OO=1 =Di=str=iC=t N=O=. =9 =(C=ast=l=eg=a=r)=86=5=C=O=IU=m=bi=a=A=ve=n=ue=, ==c=astl=e=g=a=r, B==.C==,===:=:V=:=:1 N=:=:=:I H=::3==SD9 Tel. (604) 365-7731 
Fax: (604) 365-3817 
91.10.25 
Ms. Clarita Matoto 
1686 Hillview Avenue 
Victoria, B.C. 
V8N 2N4 
Dear Ms. Matoto: 
Thank you for your letter dated 91.10.22. 
Although your letter doesn't give too much explanation as to 
the nature of your Thesis, 1 am prepared to grant you 
permission to have mailing access to our elementary schools in 
School District #9. 
Whether the schools participate in your project is entirely up 
to them. 
Best wishes in your project. 
/?1l;{;t~ ~ 
,fi. T. WAYLING?, 
Superintendent of Schools 
TW: lw 
cc: L. Farrell 
Elementary Administrative Officers 
Pnnted on Recyded Paper 
GOLDEN SCHOOl DISTRICT NO. 18 
October 29, 1991 
Ms. Clarita Matoto 
1686 Hillview Ave. 
Victoria, B.e. 
V8V 2N4 
Dear Ms. Matoto: 
P.O. BOX 1110. GOLDEN. B.C. VOA 1HO 
TELEPHONE (604) 344-5241 FAX (604) 344-6052 
Further to your letter of October 9, 1991, our District would be willing 
to assist you in your research on schoolleadership in the elementary 
schools in British Columbia. 1 am endosing the names and addresses 
of the principals in our district. It must he understood that this is a voluntary 
activity and the principals are free to determine if they want to participate. 
Yours sincerely, 
S. LaI Mattu 
Superintendent of Schools 
SLMjme 
End. 
GOLDEN SCHOOL DISTRICT NO. 18 
ELEMENTARY PRINCIPALS & VICE-PRINCIPALS 
ALEXANDERPARKELEMENTARYSCHOOL 
P. O. Box 464 
Golden, B. C. 
VOA 1HO 
Telephone No. 344-5513 
Principal: Mr. Richard Mitton 
Vice-Principal: Mcs. Gail MacDonald 
COLUMBIAVALLEYELEMENTARYSCHOOL 
P. O. Box 7 
Pacson, B. C. 
VOA 1LO 
Telephone No. 348-2365 
Principal: Mr. Eugene Nowick 
EDELWEISS ELEMENTARY SCHOOL 
P. O. Box 840 
Golden, B. C. 
Telephone No. 344-6466 
Principal: Mr. Fred Leicester 
LADYGREYELEMENTARYSCHOOL 
P. O. Box 899 
Golden, B. C. 
VOA 1HO 
Telephone No. 344-6317 
Principal: Mr. GeoffNagle 
Vice-Principal: Mrs. Anita Ure 
NICHOLSON ELEMENTARY SCHOOL 
P. O. Box 331 
Golden, B. C. 
VOA IHO 
Telephone No. 344-2370 
Principal: Mr. Jim Nelson 
SCHOOL DISTRICT 47 
POWELL RIVER 
4351 Ontorio Avenue 
Powell River, 8. C 
V8A lV3 
phone: 485-6271 
FAX' 485-6435 
October 23, 1991 
Ms. Clarita Matoto 
1686 Hillview Avenue 
Victoria, B.C. 
V8N 2N4 
Dear Ms. Matoto, 
Office of the Superintendent of Schools 
In answer to your letter of October 9, 1991, you may conduct a survey on principal 
leadership styles by mailing the questionnaires directly to schools. It is a school-
based administrative decision whether or not to participate in the survey. For your 
convenience we enclose a copy of the school addresses/principals in our district. 
M.P. Heron, 
Superintendent of ·Schools 
MH/jg (001.1) 
Enc. 
SCHOOl DISTRICT #47 (Powell River) 1991/92 - ADDRESSES/PRINCIPAlSNICE-PRINCIPAlSIHEAD TEACHERS 
I .~~~ · ~Ll. .JJ ,i~1(k,·4 : _ 
~' 
. ~'~l 
SCHOOL DISTRICT 47 
POWELL RIVER 
4351 Ontario AVf!H1utl 
Powell Rivet; 8. C 
V8A IV3 
Phontl: 485-6271 
fAX' 485-6435 
SCHOOl ADDRESS CITY AND pROY P CODE PHONE SURNAME CHRISTIAN POSITION 
Brooks Junior Secondary 5400 Marine Avenue Powell River, B.C. Y8A 216 483-3171 Morris 
Brooks Junior Secondary 5400 Marine Avenue Powell River, B.C. Y8A 216 483-3171 Miller 
Edgehill Elementary 7312 Abbotsford Street Powell River, B.C. Y8A 2G5 485-6164 Cole 
Grief Point Elementary 6960 Quesnel Street Powell River, B.e. Y8A lJ2 485-5660 Rlgby 
. Menderson Elementary 5506 Willow Street Powell River, B.e. Y8A 4P4 483-9162 Wiley 
J.P.Dalios 4368 Michigan Avenue Powell River, B.C. V8A 2S1 485-6226 Skinner 
J.P. Dallos 4368 Michigan Avenue Powell River, B.C. V8A 2S1 485-6226 Beaton 
James Thomson 6388 Sutherland Avenue Powell River, B.C. V8A 4W4 483-3191 Bailey 
James Thomson 6388 Sutherland Avenue Powell River, B.C. V8A 4W4 483-3191 James 
Kelly Creek Community RR #3, Zilinsky Road Powell River, B.C. V8A 5Cl 487-9022 Jones 
Lund Elementary General Delivery Lund, B.e. VON 2GO 483-9000 Toni 
Max Cameron Senior Secondary 4360 Joyce Avenue Powell River, B.e. V8A 3A4 485-6251 Bennet1 
Max Cameron Senior Secondary 4360 Joyce Avenue Powell River, B.C. V8A 3A4 485-6251 Gosselin 
Oceanview Junior Secondary 7105 Nootka Street Powell River, B.e . V8A 5E3 485-2756 Koski 
Oceanview Junior Secondary 7105 Nootka Street Powell River, B.C. V8A 5E3 485-2756 Hansen 
Sliammon Kindergarten cio 6388 Sutherland Ave Powell River, B.C. V8A 4W4 483-9000 Bailey 
Special Services Division 4707 Algoma Avenue Powell River, B.e . V8A 2N7 485-2768 Carson 
Westview Alternate 4707 Aigoma Avenue Powell River, B.C. V8A 2N7 485-2768 Dugas 
- {exada Elementary & Jr. Sec. P.O. Box 40 Yananda, B.C. VON 3KO 486-7616 Fairbairn 
010.18 (Report Name: Schools/Principals) 
Kevin 
Warren 
Earl 
Frank 
Warren 
Doug 
Chris 
Bill 
Mary 
Bob 
Stephens 
Brian 
Roger 
Gary 
Ryan 
Bill 
Harold 
Bob 
Don 
Principal 
Vice-Principal 
Principal 
Principal 
Principal 
Principal 
Vice-Principal 
Principal 
Vice-Principal 
Principal 
Head Teacher 
Principal 
Vice-Principal 
Principal 
Vice-Principal 
Principal 
District Principal 
Head Teacher 
Principal 
1991-10-17 
a uju.'tintc.ncknt of achoo{1J. 
1383 ~inth d1"Wû.. 
!J(am[oofl1. 'B.e. é!lzC 3:.x7 
Ms. Clarita Matoto, 
1686 Hillview Avenue, 
VIctoria, B.C . 
V8N 2M4 
Dear Ms. Matoto: 
'J.f.phon. 
{604/ 3'/4-0679 
'Jale 372-1/83 
Thank you for your letter of October 9, 1991, regarding research on school 
leadership in the elementary schools in British Columbia . 
Permission is granted for you to send your survey to sorne of the principals in 
this District. Whether or not they respond will be up to them. 
Yours very truly, 
/. ' 
.-, .. ~ r:-/ i .J .'-./' / //U~ 
• ______ < /" (/ ',,";''SP" Co - ex ..... ~ 
T.D. Grieve, 
Superintendent of Schools. 
TDG/nr 
SCHOOL DISTRICT No. 12 (GRAND FORKS) 
BOARD OF SCHOOL TRUSTEES 
POST OFFICE BOX 640 
GRAND FORKS. BRITISH COLUMBIA 
VOH 1HO 
TELEPHONE (604) 442-8258 
1991-10-17 
Ms. Clarita Matoto 
1686 Hillview Ave. 
VICTORIA, B.C. 
V8N 2N4 
Dear Ms. Matoto: 
l am in receipt of your letter dated October 9, 1991 in which you 
request permission to do a survey on the Principal's style of 
leadership in the schools in this district. Please consider this 
letter one of approval of your request. 
Yours truly, 
-
__ --_--~_r_ 
M.F.K. LINLEY 
Superintendent of Schools 
MFKL/dg 
c.e. r::incipôli:; 
Encls. 
SCHOOL DISTRICT NO. 71 (COURTENAY) 
BOARD OF SCHOOl TRUSTEES 
OFFICE OF THE SUPERINTENDENT OF SCHOOlS 
1991-10-17 
Ms. Clarita Matoto 
1686 Hillview Avenue 
Victoria, B. C_ 
V8N 2N4 
Dear Ms. Matoto: 
fXJ7 Cumberland Road 
Courtenay, B. C. V9N 7G5 
Fax (604) 334-4472 
Telephone (604) 338-5383 
This is to advise you that l have no objection to you approaching principals to 
have your research survey completed. 
The decision as to whether or not to complete the survey, however, rests entirely 
with the principal. 
; jas 
/~ c--~~-----
Superintendent of Schools 
SCHOOL DISTRICT NO. 77 (SUMMERLAND) 
TELEPHONE 494·7611 
FAX 494·3788 
1991/10/21 
Ms. Clarita Matoto 
1686 Hillview Avenue 
Victoria, B.C. 
V8N 2N4 
Dear Ms. Matoto: 
P.O. BOX 339. 
SUMMERLAND. B.C. 
VOH 1Z0 
ln response to your request of October 9, 1991, approval is given for you to survey 
sorne of the schools in our district. 
Yours truly 
(fo~ 
~ Dr. Larry Thomas 1 Superintendent of Schools 
school district eighty·six 
CRESTON· KASLO ~~~I~~~:RINTENDENT OF SCHOOLS 
October 18. 1991 
Ms. Clarita Matoto 
1686 Hillview Avenue 
VICTORIA. B.C. V8N 2N4 
Dear Ms. Matoto: 
We are in receipt of your letter of October 9. 1991 requesting permission ta 
conduct a school leadership -survey on sorne of the schools in District 86. 
Please be advised this has been approvt:d and principals will be notified of 
your intent to mail a questionnaire dtrectly to the school in this regard. 
Good luck on your research project. 
D. acKin1ay 
Superintendent of Schools 
/cb 
cc: District 86 Principals 
Post Office Box 250 Creston. British Columbia VOB 1GO Telephone (604) 428-2217 
P.O. Box 129 
Vanderhoof, B.C. 
VOJ 3AO 
Telephone: (604) 567-2284 
Fax: (604) 567-4639 
Ms. Clarita Matoto 
1686 Hillview Avenue 
Victoria, B.C . 
V8N 2N4 
Dear Ms. Matoto: 
Serving: 
Fort Fraser 
Fort St. James 
Fraser Lake 
Vanderhoof 
October 24, 1991 
1 am in receipt of your letter dated October 9, 1991 regarding your 
research on school leadership in the elementary schools in British Columbia. 
Your request to distribute a questionnaire directly to the schools has been 
approved and 1 would be very interested in the results of your research . 
MF/cp 
Good luck to you in your graduate studies. 
Yours trul , 
Mi~itZ at' 
Superintendent of Sc 
cc : Elementary Principals 
School District No. 56 (Nechako) 
91.11.04 
Ms. Clarita Matoto 
1686 Hillview Avenue 
Victoria, BC V8N 2N4 
Dear Ms. Matoto: 
SCHOOl DISTRICT #59 (PEACE RIVER SOUTH) 
929 - 106 AVENUE 
DAWSON CREEK, B.C. V1G 2N9 
Telephone: (604) 782-8571 
Fax: (604) 782-3204 
OFFICE OF THE 
DIRECTOR OF INSTRUCTION 
Approval is granted for you to conduct your survey on leadership in our school district. 
Thank you. 
Sincerely yours, 
- '< -;/~ 
Mike Downey 
Director of Instruction 
MD/ydb 
APPENDIX J 
Letter to Respondents 
ExPlainin~ Suryey's Purpose 
128 
Resun:h Direclor: Dr. Ge"'/d Ja.phe 
Univenité du Québec à Trois·Rivièra 
C.P. 500 Trois-Rivières, Québec G9A 5H7 
Tel. (819) 376-5124 
January 28. 1992 
Dear SirI Madam: 
We are doing a research on leadership style in British Columbia elementary schools 
for an MA. thesls in administration. 
The findings of this survey may prove useful to school administrators; they could a/so 
serve as a guide for some universities in planning the content of their courses in 
School Administration. 
Your responses are very important to help us get an accu rate picture of the 
leadership style (s) in British Columbia elementary schools. Strict confidentiality is 
guaranteed; and we are going to send an abstract of our findings for your perusa/ to 
your district superintendent. from whom permission to conduct this survey was 
obtaJned. 
Dr. Jomphe and 1 appreciate your cooperation. Thank you for your asssistance. 
Sincerely yours. 
Clarita Matoto 
(Researcher) 
• 
. 
APPENDIX K 
Fregyency Distribution of Principals' 
and Teachers' Age. Sexe FormaI Education 
and Experience 
12·9 
Table 3 
Frequency Distribution of Age of Principals 
Category 
1 
2 
3 
4 
5 
6 
Total 
n 
Median 
J.l 
Age Range 
lDwer 
29 
3S 
41 
47 
53 
No age indicaled 
94 
45.67 
45.03 
a 6.87 
Variance 47.20 
EITO( 1.17 
Higher 
34 
40 
46 
52 
58 
Age 
Age 
Principals 
90'".4 cnnfidence in the resutts 
2 wied Z test 
a =.0.1 
IZ= 1.645 
0.049 
0.057 
o.on 
0.079 
0.056 
0.024 
The table indicates the Principals' age range which 
is from 29 to 56 years oldi median is 45.67 yearsi 
mean age is 45.03 years. The standard deviation is 
6.87. Two principals did not report their age. 
Table 4 
Fregyency Distribution of Aae of Teachers 
Categoty 
1 
2 
3 
4 
5 
6 
7 
8 
9 
Total 
n 
Median 
fi 
(7 
Varianoe 
Errer 
Age Range 
Lower 
22 
27 
32 
37 
42 
47 
52 
57 
No age indicated 
417 
38.98 
38.90 
8.05 
64.80 
0.65 
Higher 
26 
31 
36 
41 
46 
51 
56 
61 
Age 
Age 
Teachers 
000.4 confidence in the resutts 
2 wied Z test 
la = 0.1 
Iz= 1.645 
0.020 
0.025 
0.031 
0.034 
0.033 
0.022 
0.015 
0.012 
0.013 
Table 4 indicates the frequency distribution of the 
ages of the teacher population. Eleven teachers 
either did not respond to this question or have 
answered: aN.A. a , (not applicable). Age range is 22 
to 60 years, median of 38.98 yearSj with a mean of 
38.90 yearSj and standard deviation of 8.0S. 
Table 5 
Preauencv Distributior of Sex of princioals and Teache :s 
M3.1e Ferrale 'Ibtal z-
ctt. 
FrEQ". % Error FrEQ". % Error FrEQ". % Error 
T 144 35.47 0.088 262 64.53 0.088 406 100 0.000 4.109 
p 66 82.50 0.070 14 17.50 0.070 80 100 0.000 
To- 210 276 486 
tal 
T = Teachers 90% confidence in the results 
2 tailed Z test P = Principals 
a = .01 
z= 1. 645 
Table 5 indicates the frequency distribution of sex 
of principal and teacher populations. There is a 
very small ratio of female principals . On the other 
hand, female teachers dominate the teacher 
population. 
Table 6 
Frequency Distribution of Formal Education of Principals 
d T h an 'eac 1er 
Tea.chers PrinciP3ls 
Fr~_ Percentaae Fre::pEflCl{ Percentaqe 
Ph.D. 0 0.00 2 2.08 
M.A. 29 6.78 50 52.08 
M.Ed. 3 0.70 3 3.13 
MLS 1 0.23 0 0.00 
2 M.A.s 0 0.00 1 1. 04 
B.A. 334 78.04 35 36.46 
B.Ed. 3 0.70 0 0.00 
A.Ed 1 0.23 0 0.00 
2 B.A.s 2 0.47 0 0.00 
No degree 3 0.70 1 1. 04 
Not 52 12.15 4 4.17 
reported 
Total 428 100.00 96 100 
Data in Table 6 indicate that of the 96 principal 
respondents, a li ttle over one-half of the total 
population have a Master's degree. The highest 
degree attained was Doctor of Philosophy and the 
lowest was a Bachelor. One per cent of the 
population has no degree. 
Of the 428 teacher respondents, who participated in 
this study. 78.04% have a Bachelor's degree; 7.71% 
have a Master' s degree of one kind or another, 
(M.A; M.Ed.; MLS)i and .70% has no degree. 
Table 7 
Frequency Distribution of the Experience of ElementakY 
School Principals 
YEXtrS of 
ExJ:erience 
cateJOrv I..a.\Br 
1 1 
2 6 
3 11 
4 16 
5 21 
6 26 
7 31 
8 N:> 
R=t-AA~ 
'Ibtal 
n = 96 
M3:lian = 8.25 Ye:rrs 
Ye:rrs m = 10.55 
s = 8.27 
Variance = 68.39 
Error = 1.39 
Hiaher 
5 
la 
15 
20 
25 
30 
35 
Principùs 
Fr€qUE31C'{ % Error 
37 
20 
15 
la 
7 
5 
2 
a 
96 
38.54 0.082 
20.83 0.068 
15.63 0.061 
10.42 0.051 
7.29 0.044 
5.21 0.037 
2.08 0.024 
0.00 0.000 
100.00 
90% o:nfi<È1Ce in the results 
2 taile::i z test 
a = .01 
Z = 1.645 
The table indicates the frequency distribution of 
the experience of principals. The range is from 
0.5 to 32 years. Median for the group is 8.25 
years; mean is 10.55; and standard deviation is 
8.27. 
Table 8 
Frequency Distribution of the Teaching Experience of 
' reachers 
cate;:pry 
1 
2 
3 
4 
5 
6 
7 
8 
9 
10 
Il 
12 
13 
14 
15 
16 
17 
18 
Total 
n 
M:rl:i.an 
m 
S 
Variance 
Error 
Years of 
Experience 
~ 
I..cw=r 
1 
3 
5 
7 
9 
11 
13 
15 
17 
19 
21 
23 
25 
27 
29 
31 
33 
N:> 
IJO:>O: 
428 
14.60 
14.06 
7.55 
57.00 
0.60 
Higher 
2 
4 
6 
8 
10 
12 
14 
16 
18 
20 
22 
24 
26 
28 
30 
32 
34 
Yœrs 
Yœrs 
Teache.rs 
Fr~. % Error 
70 15.73 0.028 
36 8.09 0.021 
30 6.74 0.020 
21 4.72 0.017 
30 6.74 0.020 
26 5.84 0.018 
26 5.84 0.018 
40 8.99 0.022 
32 7.19 0.020 
24 5.39 0.018 
21 4.72 0.017 
18 4.04 0.015 
18 4.04 0.015 
12 2.70 0.013 
13 2.92 0.013 
10 2.25 0.012 
1 0.22 0.004 
17 3.82 0.015 
445 100.00 
90% anflda1ce ln the results 
2 tailerl Z test 
a = .01 
Z= 1.645 
Data indicate that the years of experience range 
from 3 weeks to 34 years, with a median of 14.60 
years, and a mean of 14.06 years. The standard 
deviation is 7.55 years. 
APPENDIX L 
Related Data to Part B of Questionnaire; 
Principals' and Teachers' Comments 
130 
(a) Principals COmments 
Cooperative administration i.e: P.R., budgetting, 
programming. 
- Discipline procedures. 
- Collaborative decision making. 
- Parental involvement. 
- Students accepting responsability for own learning. 
Acceptance of and teaching to different learning 
styles. 
Empower people at all levels 
teachers. 
student, parent, 
Evaluation of teachers deleted and replaced by 
professional growth plans and cognitive coaching. 
Collegial & cooperative 
administration and staff. 
practices among 
- Power to be decentralized from the Board office to 
the schools. A complete democratization of decisions 
and input needs to take place. 
- Formal supervisory practices should still take place 
with lst year teacher and those in trouble. A more 
collaborative model & collegial model requires 
development for those teachers who are competent. 
Teachers will establish own goals in consultation 
with other staff members & administrator. Work with 
staff/administration to develop growth plans. 
Administrators sets up opportunities for staff to 
fulfill plans. 
- Since there lS much less standardization of teaching 
materials, supplies, technology, etc. there lS a 
greater choice and a chance to make them more 
collegial decisions. This must be done by 
administrators who are willing to give these choices 
to staff rather than make them administration. 
More administrati ve time required to be the 
educational leader within the school. Difficult to 
facilitate the best teaching practices with 8 
hours/week of administrative time! 
- Flexibility in time tables. 
- Consultation and communication - more involving. 
- Be more supportive, more encouraging of risk taking. 
- Supervision of instruction. We are presently taking 
workshops on Garnstrom's Cognitive Coaching but can 
not implement unless board is willing to drop formal 
reports. 
- Go to professional growth plans. Empower classroom 
teachers re report card writing. 
- School-base decision-making, collective agreement. 
- The leadership style will continue to move towards a 
collegial model. How fast and how far will depend 
upon the individual teacher's acceptance of this 
role in the model and true professional 
responsibility. A key factor is the struggle between 
ünion· and ·professionals·. How this unfolds will 
determine administration's ability to become more 
and more collegial. 
Contract management will force changes to take 
place. 
Curriculum changes and introduction of new 
curriculums will also allow for changes in 
leadership styles to change. The BCTF must not be 
given full authority to implement curriculums. 
Effective leadership lS effective with most 
organizational goals. What may need to be more aware 
of is to be sensitive to the change process and the 
effect on the staff. 
- Mediation, conflict resolution. 
The unionization of teachers is a major variable 
that was implemented independently of the YEAR 2000. 
The decentratlization of services to special needs 
students is being successfully carried out but it 
calls into question the role of District resoure 
people in Sp. ED., & Curriculum areas, as to how 
they can best support their colleagues,. Can we 
encourage each of our staffs to become more 
leadership oriented with others supporting them 
rather than District Resource people being seen as 
·laying it on· others. 
More 
wide 
collaboration/consensus 
themes, establishing 
tracking learner progress. 
Freeing principal to work 
ln: planning school 
multi-age groupings, 
with teachers on 
strategies and improving teaching. 
We need transactional leadership now! See 
Sergiovanne (90) Value added leadership. Get rid of 
the union contract! 
(b) Teachers' Comments 
- The area of decision-making/goal setting. It should 
become more of a team effort with aIl staff working 
together. 
It lS even more critical that administrator be 
knowledgeable in curriculum areas. Vitally important 
for admin to be in classrooms more. 
- Motivate staff espcilly those who have been teaching 
for 20 to 30 years, and are set in their ways and 
have no wish to implement the Year 2000 goals. 
A collaborative model 
However, teachers must 
of leadership is essential. 
not be overburdened with 
decision-making and new responsibilities that are 
simply ·piled on top· of their current workload. If 
administration types of duties are to be shared more 
throughout a school, then compensation must also take 
place- i.e. in time, recognition of leadership role, 
etc. 
Present form of teacher evaluation (summative 
evaluation) does not go along with the YEAR 2000. 
Informal evaluation needed. 
more consultation 
collaboration; more 
leadership. 
& independence; 
collegial rather 
emphasis on 
than dictated 
Supervision of Instruction a more clinical 
supervision approach of the formative style to help 
teachers grow. with the Year 2000 many changes will 
have to be implemented and teachers need lots of 
guidance & support to change their style. The 
principal needs to spend more time in the classroom 
with teachers. Administrators need to be ln 
classrooms more to know what lS really happening.; 
learn about the realities of the classroom. Also, 
sorne sort of peer coaching should be put in place to 
help the teachers make the changes. 
Involvement of peers when being evaluated; self-
evaluation 
Teachers need to feel they can take risks without 
being criticized negatively 
teachers who are innovators. 
- Criticism should be positive 
- Have an open line of communication. 
Show support for 
- Less staff meetings. 
- Continue to develop staff communication skills that 
will enhance the collegial decision making process. 
- My school has a power fuI intimidating principal who 
is cool, somewhat no style to students and their 
ambitions. His attitude produces fracturing within. 
Staff feel trapped. 
Teachers should 
determining their 
be allowed sorne 
teaching style. Many 
latitude 
of us 
ln 
have 
developed what works best for us in our classrooms 
over the length of our careers. Most teachers l know 
have reservations about the YEAR 2000 document. 
Personally, l like to pick up ideas from aIl over, 
try them and if they are successful use them again. l 
recent wasting time in long meetings asking for input 
when administrators have already made up their minds 
and are only going through the motions of democratic 
decision-making. In my opinion a good administrator 
leaves his or her teachers alone to do their job, and 
doesn't use up their energies in non-productive ways . 
. Leave us to work with the students and in our 
classrooms. When l started teaching l spent aIl my 
classroom time working with students and did marking 
and preparation outside of classtime. Now l mark and 
prepare during class and attend meetings outside of 
class time. 
Thanks for the chance to express myself. l hope you 
hear. 
- More group processes this staf f is too large to 
communicate effectively in a single group - staff is 
currently considering formation of a staff committee 
to aid in funneling concerns, to give more safety to 
the airing of concerns, to help collegues problem 
solve in a supportive way, to remove isolation felt 
in a large group. 
Staff should have direct involvement ln selection and 
evaluation of principals. 
Move from traditional authoritarian model to a 
concensus driven model. 
- School based decision making. 
- More unscheduled time for administration/conferencing 
with staff; consultation. 
- Since teachers are the once implementing YEAR 2000, 
they should have a strong voice regarding school 
goals and activities. 
- While our principal has internalized the goals of the 
YEAR 2000, a significant numbers of teachers are 
working on this transition. As a result there are 
,constant meetings and seemingly fruitless discussions 
while real business is often left to, post meeting 
times or after committee meeting. times. 
are executed slowly and follow-up 
Discussions 
lS poor. 
Communication between principal and staff lS poor. 
What should be easy, quick decisions take forever 
perhaps because of poor goal match and what feels 
like lack of respect for staff by principal 
- Practice skills of collaborative and trusting his/her 
teachers. Staff alongside leaders creates a 'working 
together 1 atmosphere. Open mindedness is essential. 
Professional trust & respect! 
- If anything the split created by the New Colege of 
Teachers the Administrators Association and B.C.T.F., 
as weIl as the process by which Administrators must 
now be contracted, lS creating a body of managers 
This new body of managers may in fact act to 
undermine the goals of the YEAR 2000 by preventing 
any movement (even in the classroom) which might take 
power away. A sharing of responsibility for learning 
and education must begin at the top. 
Leadership needs to change to allow teachers to 
experiment with alterations ln content areas, 
continuous progress, integrated studies etc. Old 
habits die hard. Teachers have problems changing 
styles & routines that are comfortable. Slightly 
ethereal goals are difficult & to evaluate & report 
on especially to parents. The ·signposts· to learning 
are vague. Teachers need to feel comfortable about 
the professional decisions they make ln their 
classrooms. Leadership must provide that comfort but 
teachers must be willing to change also. Evaluation 
is a scary process. How do we replace it? 
- Principals must up-date themselves & take courses 
- Less autocracy. 
- ... demonstrate leadership, moti vate the back sliders, 
and be able to make decisions in the clinch, also be 
sensi ti ve to the fact that teachers trained in the 
late fifties may have grave reservations about the 
YEAR 2000 philosophy and may be unable to change 
teaching styles/methods to implement it. 
Staff and line structures above the school level 
should be reduced to a minimum. 
- We keep telling the Principal we are overloaded with 
YEAR 2000 but the message is not getting through -
every week there is another directive about something 
new to add to our workload - Fr. Immersion workshop, 
Computer update, Heritage theme, etc. etc. In one 
school (13 classes) 3 teachers are off for stress 
leave! 
- There is at present great pressure on staff because 
change in phi l osophy and classroom practice 
necessitate Pro D. training, consultation and extra 
individual planning . 
. . . should attend aIl implementation and curriculum 
workshops with his/her teaching collegues so that 
they are familiar and knowledgeable of current 
practices, theory and philosophy . 
. . . should be in the classroom often - not just when a 
report on the teacher is to be written. 
- Curriculum and students. Clearer guidelines. 
- The higher order make a pretense of asking for input, 
hold meetings etc. but always go ahead with what they 
deem is correct, even though they have been out of 
the classroom for years. They will go with what is 
politically correct and advantageous to their 
careers. If we treated our students the way they 
treat us we would or at least should be out on our 
butts. 
- Teachers are often more up to date on many of the 
areas of change related to the YEAR 2000 document 
such as writing reports, areas and methods of 
instruction. This greater understanding cornes from 
having attended workshops and courses that principals 
often do not attend. Many full time principals have 
been out of the classrooms for many years & have not 
had direct teaching experience using the Document as 
their guide in teaching. 
- Greater support ln addressing parents concerns about 
Year 2000. Be a strong advocate for teachers. 
Classroom teachers are starting to privately & 
silently refuse to take on anymore work as many find 
it unable to cope with the trernendous teaching load 
they are expected to undertake. More & more 
experienced (20+ years teachers) are saying they 
want to qui t because of the stress. Principals and 
other ·specialists· seern to have lots of time to 
think ·up· or • find· the latest that we just must 
implement in our classrooms. There is no way to keep 
up wi th the demands, so teachers are starting to 
resist, in their own ways. 
- If decisions should be made by aIl mernbers of a staff 
ln the YEAR 2000, then leadership at this school 
should change. The climate is very tense and morale 
is low. Teachers feel that only lip-service is been 
gi ven to their ideas and have consequently stopped 
contributing. 
- ... should concentrate more on building collaborative 
cultures in the schools. 
- Able to organlze facilitation of YEAR 2000 document 
in-service. 
more positive type of interaction and 
communication needs to be implemented. More 
reinforcement for the work you do, less threats, and 
more motivation. 
- Change is a process, not an event. In this district, 
AOs must abide by contractual obligations for power 
sharing and real decision making(Article 70 of 
contract) vs. broad based input (parents, students, 
support personnel, etc.) followed by old fashioned 
management decision making. 
- AOs are feeling very threatened by their staff (see -
Administrators submission to Stan Hagen, Minister of 
Education, Sept. 1990) and not following the 
directives of the Superintendent. 
- The AO in this school refers to contract and board 
policy as a set of general guidelines to be followed 
when the AO wishes. 
- The AO in this school has encouraged staff members to 
-rat- on other staff members by relating private 
conversations back to AO. The AO has then attempted 
to discipline the staff as a whole - based on the 
unspecified comments by unnamed people. 
The AO ln this school would like professional 
decisions to be made by hersel f and people wi thout 
training or expertise. The professional staff would 
like to consider input from non-professionals but 
make decisions themselves. We are attempting to 
resolve this conflict under the cloud of accusations 
of ·hidden agenda's· and ·attempting to undermine the 
AO·. We are not happy campers! 
- l am very satisfied with present admin except on one 
point: although many schools have straight rather 
than multi-aged classes, our principal does not wish 
to consider setting up our school wi th anything but 
multi-aged situations. l believe this lS to be a 
problern for the staff in general. 
it will always be difficult to talk freely about 
problems related to your work with someone who will 
be evaluating you. 
- Need to feel totally involved in decision making for 
implernentation of the Year 2000 docurnnt. 
Sorne resistance to implementation of Year 2000 lS 
apparent at the administrative level. For example (1 ) 
time tabling is still a nightmare of small time 
blocks per ·subject. This is not due to any 
particular policy but would be appreciated if 
administrators in the district could take a closer 
look at itinerant teachers so the classroom teaching 
i sn' t broken up i . e. more in harmony wi th big 
blocks of time as suggested by Year 2000. 
Be more of an educational leader and less of a 
manager. 
- Long range plans and time tabling (teacher) should be 
regarded with more flexibility wh en teacher 
evaluation are taking place. 
- Classroom -noise- should not always be looked upon as 
a bad thing - sometimes a lot of learning is taking 
place. 
- More flexibility on part of adminstrator to variety 
of teaching styles. 
- Must have the V1Sl0n and ability to lead the school 
in the true spirit of the new program. 
- Delegation with trust and back-up. 
- Listen to other viewpoints before making decisions. 
- Being a person as weIl as a leader. 
- ,Demonstrate humility. 
- A more effective process for goal objective setting 
needs to be in place. 
A need to trust staff with aIl aspects of the 
• decision making processes. 
- School's goals & objectives are not weIl articulated 
and there is not an effective process for 
establishing them. 
Planning should be on-going and directed to 
short/long goals. Teachers/Admin & parents should be 
involved at this primary school. 
Should be an evaluation system for principals 
(annually) . 
... definitely leaning toward the principal being 
-Management- The remainder are -workers-j staff 
generally feel manipulated in terms of educational 
direction & priorities. Principals need (a) to become 
part of the team, (b) acquire more skill -leading-
people . 
. . . -more principal - staff- communication on things 
such as (a) more clear statements of school 
policies preferrably a written book of procedures for 
aIl staff to refer to, (b) more -principal-student-
contact as an educator, rather than an authority. 
- Perhaps more changes need to occur with staff than 
with principal. 
- More staff committee responsibility. 
- More consultation with staff re goals. Choices will 
give students & teachers greater ownership of goals & 
objectives. 
- Principal should be an advisor /helper position - not 
dictatorship 
- Change needs to occur with the administration letting 
go power. There are still many power games played 
between principal and staff. Leadership needs to look 
more like co-operation than confrontation. Like 
colleagues wi th the same goal rather than - direct 
and dictate. 
AlI adults need to be constantly conscious of 
personal growth inorder that the growth of children 
be addressed in humnistic terms. 
Teachers will need to have more flexibility for 
timetabling, and support for changing programs. 
- Read, understand and be encouraging in implementing 
the Year 2000. 
- Less memos and more discussion. 
- Mix with staff more often. 
- Not to shove the Year 2000 down anyone's throat!. 
Lack of cohesiveness on staff. Principal seems to 
take parents side rather than really supporting 
teachers should be more ln tune with staff 
interaction, more aware of primary program & more 
sincere. 
Should be resource person who you can turn to for 
discussion of ideas. 
- Leadership needs to come from aIl levels not just 
from the top. 
APPENDIX M 
Responses to Part B in relation 
to Age and Experience of: 
principals; Teachers 
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Table 9 
Frequency Distribution of Principals' Responses to Part B 
according to Age Range 
Category 
1 
2 
3 
4 
5 
6 
TotaJ 
n 
Median 
fol 
Age Range 
Lower 
29 
35 
41 
47 
53 
No age indicaled 
94 
45.67 
45.03 
(J 6.87 
Variance 47.20 
Errer 1.17 
Higher 
34 
40 
46 
52 
58 
Age 
Age 
Principals 
!ili.liii.ilillil liilil.liii.li.: : : :::::::.:J:~~~:: .. ::!:.': 
000.4 confidence in the results 
2 wied Z test 
a =.0.1 
Z= 1.645 
0.049 
0.057 
o.on 
0.079 
0.056 
0.024 
Table 9 indicates that there was a difference in 
the age of principals that answered -Yes- from 
those that answered -No-. This was supported by the 
result of the two-tailed Z-test which hypothesized 
that there was no difference 1n the age of 
principals that said -No- from those that said 
·Yes-. Z obt = -2.281 .. 
Table 10 
Frequency Distribution of Teachers' Responses to Part B 
accordin~ to A~e Ran~e 
!Age Ran~e lTeachers [Total 
Category Lower Higher Yas \ : :% ::: Error .;· NQ.C: .. % <: Error Frequenc:.y % Error 
1 22 26 
2 27 31 
3 32 36 
42 9.81 0.024 
46 10.75 0.025 
47 10.98 0.025 
< ~: : . ::' >: ~11< ~.~ .. · ... ,:  ,:,' ..,: ... ,: ..  •.:~.,·,· .,· .s •. :',· .• ;. ,. , .. ,I :.:!., ..:.,:! .... ,! .:i ::: .: . ~:·.· .·.·.: •. ~.· .: .l: •... :: .:! .:: .: . : ~:  ::l.~·!!·:lkiaiC 0:004 , ... 24."" ,:-:5.6.1:-:-. 0.018 
4 37 41 
5 42 46 
63 14.72 0.028 
75 17.52 0.030 ):·=·:::![?~l1< ~:  il!1;1~:'I:lr : !::~!~:.:: ~:  
6 47 51 61 14.25 0.028 
7 52 56 44 10.28 0.024 
8 57 61 39 9.11 0.023 
9 No age indicated 11 2.57 0.013 
.. ': : ' , ',' ' , ' 
Talai :::g·l·;:·:~.~:· ; 428 100.00 
000.4 confidence in the resuhs 
n 417 205 212 2 wied Z test 
Median Age 42.59 41 .78 a =.0 1 
" 
Age 42.07 41.22 Z= 1.645 
0 10.21 10.n 
Variance 104.24 115.99 
Errer 1.17 1.22 
Data in Table 10 show that there was a difference in the 
age of teachers that said -Yes - from those that said 
No-. Result of the Z-test supported this claim. Zobt. = 
0.827. Hypothesis: There is no difference in the age of 
teachers that said -No - from those that said -Yes - . 
Younger teachers were not in favor of change in the 
present leadership style of their principals. 
Table 11 
Frequency Distribution of principals' Responses to Part 
B according to Years of Experience 
tyears of Experienc Principals 
Category Lower Higher . : Y~:> >:}% :: : Error Freq. % Error 
3 
4 
5 
6 
7 
8 
Total 
n 
Median 
JI 
" 
Variance 
Error 
6 
11 
16 
21 
26 
31 
NoResponse 
96 
Years 
Years 
10 
15 
20 
25 
30 
35 
38 
43.00 
43.03 
7.56 
57.15 
2.02 
0.061 
0.045 
0.043 
0.033 
0.000 
0.029 
0.000 
37 38.54 0.082 
17.71 0.064 
15 15.63 0.061 
10 10.42 0.051 
5 
7 
5 
0.000 i:::~::~ ;::( )~,~ : 0.000 o 
5.21 0.037 
7.29 0.044 
5.21 0.037 
0.00 0.000 
i::·;~··:i::~kâ 
96 "'" 
~.4 oonftdence in the resuhs 
58 2 \a.iled Z lest 
47.76 «=.01 
46.61 il= 1.645 
7.33 
53.n 
1.58 
Table 11 indicates that principals with more years 
of experience were not in favor of changing their 
present leadership behavior. Resul t of the Z-test 
supported this claim. Zobt. = - 2.264. Hypothesis: 
There is no difference in the number of years of 
experience between principals who answered -Yes-
from those who said -No-. 
Table 12 
Frequency Distribution of Teachers' Responses to Part B 
according to Years of Experience 
lYears of E)q>erienoe Teachers 1T01aI 
Calegory L.ower Higher Freq. % Errer 
1 1 2 
2 3 4 ' 
3 5 6 
4 7 8 
5 9 10 
6 11 12 
7 13 14 
a 15 16 
9 17 18 
10 19 20 
11 21 22 ii'i!i iiii,I'i li 
12 23 24 
13 25 26 
14 27 28 
15 29 30 
16 31 32 
17 33 34 
18 NoResponse 
Total 
ii~:i'!~'!!" i" ••• ~1 
.l::~i:':: .:~ 
411 
0.014 
0.013 
0.014 
0.015 
0.016 
0.014 
0.015 
0.021 
0.015 
0.013 
0.014 
0.012 
0.012 
0.000 
0.012 
0.000 
0.000 
0.010 
:i:!!~::::: ::~,;~:: 
0.016 
0.013 
0.012 
0.011 
0.019 
0.013 
0.014 
0.015 
0.016 
0.015 
0.013 
0.012 
0.013 
0.013 
0.013 
0.000 
0.012 
0.012 
31 
23 
23 
23 
43 
24 
29 
46 
33 
28 
25 
20 
21 
11 
21 
0 
10 
17 
428 
7.24 0.021 
5.37 0.018 
5.37 0.018 
5.37 0.018 
10.05 0.024 
5.61 0.018 
6.78 0.020 
10.75 0.025 
7.71 0.021 
6.54 0.020 
5.84 0.019 
4.67 0.017 
4.91 0.017 
2.57 0.013 
4.91 0.017 
0.00 0.000 
2.34 0.012 
3.97 0.016 
100.00 
100--' confidence in the results 
2 wied Z test 
Median 'years 
201 
13.37 
12.57 
6.38 
40.70 
0.74 
210 
12.40 
6.72 
10.n 
115.99 
la =.0.1 
fi Years Il= 1.645 
o 
Variance 
122 
Table 12 indicates that teachers wi th less years of 
experience were not in favor of change in the 
principals' leadership style. Z-test hypothesis: there 
is no difference in the number of years of experience 
between the ·Yes· and ·No· groups. Zobt. = 6.733. 
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